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ABSTRACT
A Structured Inunersion Bilingual Program
For Teaching English as a Second Language
May 1982
Rosalie Pedalino Porter, B.A. University of Massachusetts
M.Ed. University of Massachusetts
Ed.D. University of Massachusetts
Directed by Professor Gloria Figueroa de Guevara
Bilingual education in the United States has not demonstrated
its effectiveness as the preferred method of instruction for minority
language children. After fourteen years of experience with programs
of mother tongue instruction in seventy-nine languages there is no
conclusive evidence that the bilingual method of instruction leads
to better performance in English or to better achievement in non-
language subject areas.
This study proposes an alternative program model, adaptable for
students from many different language and ethnic backgrounds. It
departs from a heavy reliance on the home language as the instruc-
tional medium, proposing instead a structured sequence in which the
second language and subject matter are taught simultaneously and
vi
content never exceeds language competence. The goals of this pro-
gram are the effective acquisition of English language skills for
academic and social development and the earliest possible integra-
tion of minority language students with their peers in the main-
stream classroom.
The rationale for the program model is based on an analysis of
recent developments in applied linguistics that have particular
importance for second language teachers, on an extensive review of
the research on bilingual education outcomes, and on a comparison
of the commonly used instructional models for non-English proficient
children.
Specific recommendations for further research include the
following: language-use and language-attitude surveys to deter-
mine the actual situation in different speech communities as the
basis for effective educational language planning, reliable evalua-
tions of minority language programs with the results reported to
local education agencies, curriculum development for multilingual,
multicultural school populations, and modes of training professional
staff to use the new methods and materials.
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CHAPTER I
INTRODUCTION AND OVERVIEW
Statement of the Problem
A new age of compassionate concern for the education of non-
English speaking children in our society dawned in the late nineteen
sixties. In the spirit of the Civil Rights movement advocates for
these speakers of minority languages campaigned for and were success-
ful in achieving the passage of federal and state legislation and
obtaining a favorable decision in the United States Supreme Court.
These actions will be discussed later in this chapter as they are the
major supports for a new educational initiative.
What was established, first in Massachusetts and then in several
other states, was the premise that the best plan for minority lan-
guage children would be a bilingual education program, in which each
child's mother tongue is used as the medium of instruction for a
period of years and English language lessons are provided simultan-
eously. In theory, this plan would avoid any delay in cognitive
development while the second language is being acquired. Very soon
the concept was expanded to include not only bilingual but bicultural
education. Giving consideration to the cultural diversity of minority
language communities, the school curriculum was to be designed to re-
flect these differences and not promote only the homogeneous, domi-
nant culture of the United States, the descredited "melting pot."
1
2The problems that have become evident within the past dozen
years are due partly to over-hasty Implementation of a radically
different educational initiative, partly to the faulty rationale on
which bilingual education is based, and partly to the unreasonable
expectations fostered by bilingual education advocates. The basic
problem that has emerged is that this educational plan has not been
demonstrated to be superior to any other second language acquisition
program and in many cases appears to be even less successful. Because
of the delay in introducing the target language at the time when it
would most rapidly be acquired, there is an almost inevitable lag in
the integration of these students into mainstream classrooms. Lacking
any conclusive evidence to support bilingual education as the only
approach, there is a need for developing more effective models for
the schooling of minority language students.
It is also important to note that in a country with such a multi-
lingual, multicultural composition, there are certain to be differ-
ences in language attitudes, learning styles and social aspirations.
How did we arrive at the point so quickly that a largely untried, un-
proven hypothesis should dictate one form of educational plan for 79
minority language groups in 50 states? A brief review of the major
legal supports for bilingual education is instructive.
The Legal Mandates
In 1968, the United States Congress passed the Bilingual Educa-
tion Act, Public Law 90-247 (Title VII), later amended in 1974, to
3irscognize ttis special education needs of a great many students
whose mother tongue is not English."^ For the first time in the
history of the United States the federal government established a
language planning agency and committed federal funds to the creation
of bilingual programs.
In the first five years, the Office of Bilingual Education of
the Department of Education concentrated its resources on the crea-
tion of elementary school programs. Later its support was extended
to secondary school, vocational and adult education programs. Teach-
er training, curriculum development and program evaluation were
allocated fifteen percent of the department's budget.
The Office of Bilingual Education has helped the establishment
and maintenance of programs servicing seventy nine languages or
dialects. Program evaluation has been the agency's weakest aspect
and student testing procedures have been acknowledged to be unsophis-
ticated by any standards. The lack of reliable data until very recent-
ly has made it difficult to determine whether bilingual education pro-
grams are, indeed, helping children whose first language is not English.
In summarizing his article of the Office of Bilingual Education,
Paul Stoller states, "It was created to meet political and linguistic
needs caused by an educational dilemma which had become politically
sensitive. In the push and shove atmosphere of American pressure
group politics, OBE must pay as much, if not more, attention to
political rather than social needs."
In 1971, the Commonwealth of Massachusetts was first in the
4United States to pass a bilingual education law (Public Law 71-A)
with mandatory provisions for establishing programs of instruction
in the mother tongue in any school district with twenty or more
children of one language group. The Transitional Bilingual Education
law included these major provisions:
1. Instruction must be provided in the mother tongue in all
content areas, to avoid delay in cognitive development;
2. English language instruction must be provided for brief
but increasingly longer periods, to facilitate second language
acquisition;
3. Teaching staff fully fluent in the home language of the
students provides the instruction;
4. Commonwealth provides funding by allocating to each school
district an extra amount per non-English speaking student, based on
the annual school census;
5. Parent Advisory Council to be organized in each community
with the responsibility of working with school system in planning
3
and evaluating bilingual programs.
Since the passage of the Transitional Bilingual Education law in
Massachusetts, other states have taken the measures presented in
Table 1.
5Table 1
State Bilingual Education Legislation
State Of Statute Statute Statute No Legislation
Territory Mandates Permits Prohibits Statute Under
Bilingual Bilingual Bilingual Development
Education Education Education
Alabama X
Alaska X
Arizona X
Arkansas X
California X
Colorado X
Connecticut X
Delaware X
District of Columbia • X
Florida X
Georgia X
Hawaii X
Idaho X
Illinois X
Indiana
. X
Iowa X
Kansas X
Kentucky X
Louisiana X
Maine X
Maryland X
Massachusetts X
Michigan X
Minnesota X
Mississippi X
Missouri X
6State or
Territory
Statute Statute
Mandates Permits
Bilingual Bilingual
Education Education
Statute No
Prohibits Statute
Bilingual
Education
Legislation
Under
Development
Montana X
Nebraska
X
Nevada
— X
New Hampshire X
New Jersey x
New Mexico X
New York X
North Carolina X
North Dakota
X
Ohio X
Oklahoma X
Oregon X
Pennsylvania X
Rhode Island X
South Carolina X
South Dakota X
Tennessee X
Texas x
Utah X
Vermont X
Virginia X
Washington X
West Virginia X
Wisconsin X
Wyoming X
American Samoa X
Guam (not available)
Mariana Islands X
Puerto Rico X
Trust Territory of
the Pacific Islands X
Virgin Islands x
Source: National Clearinghouse for Bilingual Education
Note: Data as of March 1980
7In 1974 the United States Supreme Court handed dovm a decision
in the case of LAU vs. NICHOLS in the San Francisco school district.
In addressing the violation of the civil rights of Chinese speaking
students of limited English proficiency, the court stated, "...
there is no equality of treatment merely by providing students with
the same facilities, textbooks, teachers, and curriculum; for stu-
dents who do not understand English are effectively foreclosed from
4
any meaningful education." Justice Douglas delivered the opinion
of the court, in part, as follows.
This class suit brought by non-English speaking Chinese students
against officials responsible for the operation of the San Fran-
cisco Unified School District seeks relief against the unequal
educational opportunities, which are alleged to violate, inter
alia, the Fourteenth Amendment. No specific remedy is urged
upon us. Teaching English to students of Chinese ancestry who
do not speak the language is one choice. Giving instructions
to this group in Chinese is another. There may be others. Pe-
titioners ask only that the Board of Education be directed to
apply expertise to the problem and rectify the situation.
5
A caveat was added to his concurrence statement by Justice
Blackmun
:
I merely wish to make plain that when, in another case, we are
concerned with a very few youngsters, or with just a single
child who speaks only German or Polish or Spanish ... I
would not regard today's decision, or the separate concurrence,
as conclusive upon the issue whether the statute and the guide-
line require the funded school district to provide special
Instruction.
^
Although the Supreme Court decision in no way decreed that only
one kind of program model must be used, the Office of Civil Rights
adopted a set of guidelines called the "Lau Remedies" which arbi-
trarily impose mother tongue instruction as the only solution. The
8Office of Civil Rights, as the enforcement agency, seriously exceeded
the Supreme Court mandate. No federal funds have been provided for
the development of alternative models, or for teacher training or
curriculum development in any but mother tongue Intensive programs.
Assumptions of the Study
There is no evidence to support the thesis that children learn
new concepts only in their first language. There is sufficient
linguistic research to indicate that early, structured exposure to
a second language will allow the most effective acquisition of second
language skills and the ability to use the second language for mas-
tering new concepts. To delay the use of the second language for
any serious purposes for one or two years is to ignore the most ob-
vious and fundamental tenets of language learning research. What has
not yet been proven by the advocates of mother tongue instruction is
the effectiveness of that method for teaching English—and that is,
after all, the language in which minority language children must be
fully fluent to have full access to the institutions in our society.
Functional competency in English is the stated intent of the laws on
bilingual education. Therefore, a clear need exists for new models
in this field, since the design of a bilingual education program
will have a crucial bearing on the minority language student's entire
educational experience.
9Methodology for the Development of the Program Model
The foundations for the design of this educational plan were
laid in 1974 when the writer began a new career as a bilingual teacher
in an urban elementary school. Five years of teaching experience
first aroused serious questions about the efficacy of the bilingual
education format and then a growing conviction that it was not truly
a workable model, at least as it was being implemented in the Common-
wealth of Massachusetts. Subsequent research and study both in the
United States at the University of Massachusetts and at the University
of London's Institute of Education, visits to various programs in the
United States, Europe and Scandinavia, and discussions with classroom
teachers, administrators and linguists helped the writer to gain a
wide perspective on the issues in the education of minority language
children. Out of this effort, and the writer's reflections on her
own childhood experiences in learning English as a second language,
grew the program model that is the major part of this study.
Delimitations of the Study
This study will not compare particular bilingual education
programs, nor will any hypotheses be made or experimental studies
undertaken. It is not within the scope of this study to survey all
2^0 gis]_3tion and judiciary decisions in all states dealing with bi
lingual education. For purposes of this study, only that area of
applied linguistics concerned with developing theory and methodology
10
in second language teaching will be reviewed.
Definition of Terms
The following terms are working definitions developed for the
purposes of this study and are arranged by related concepts.
1. Bilingualism: The ability to function in two languages, although
the degree of competence may not be the same in both
a) Additive Bilingualism: Proceeding from a prestigious first
language to the acquisition of a second language, i.e., in
the United States, native speakers of English learning
Spanish, enrichment but not replacement of the mother tongue
b) Subtractive Bilingualism: Language learning progression from
a non-standard language or dialect to acquisition of the
dominant, prestigious language of the society—submersion or
replacement of the mother tongue may occur
2. Culture: The entire range of human activities and beliefs common
to a group of people, encompassing customs, traditions, laws, mor-
als, literature, art, music, dance, foods, dress; never static
but constantly changing
3. Biculturalism: In non-homogeneous societies such as the United
States, every individual retains traces of allegiance to ethnic
traditions and customs that are different from the standard,
dominant culture. Since we are such a heterogeneous population,
it may be that everyone is bicultural or no one, and that this
term has no meaning
11
4. Semilingualism: Poorly developed competence in two languages,
neither language is dominant or functionally adequate
5. Minority Language Children: Any whose mother tongue is not the
dominant language of the society, officially referred to in the
following ways:
a) Limited English Speaking (LES)
b) Non-English Speaking (NES)
c) Limited English Proficient (LEP)
d) Non-English Proficient (NEP)
6. Language One (L^) : Mother tongue, home language, first language
7. Language Two (L^) : Second language acquired
8. Interlanguage: A different language system from either the
mother tongue or the target language, an intermediate stage,
individual to each bilingual person
9. Dialect: An habitual variety of language set off from other
variants by features of pronunciation, grammar or vocabulary
a) Standard language: A codified, formal dialect or variety of
language that affords communication across dialects; the
language of public affairs
b) Superordinate-Subordinate Relationship of Dialects: one
dialect is "part of" the other. One dialect becomes the
accepted, "standard" variety and all other forms become
subordinate, less prestigious
c) Creole: A pidgin dialect which has become the native
language of a speech community and can be used for a full
12
range of communicative purposes. Examples are Cape Verdean or
Jamaican, which cover a span of speech use from pidgin to
standard though they do not have written forms
Pidgin. A simple, lingua franca for trade and colonization
e) Diglossia: The existence and complimentary use of high and
low forms of the same language in the same speech communities
10. Domains: Social functions in which linguistic varieties are
used family, friendship, religion, education, employment, trans-
actions with official agencies
11. Topic: The manifest content of speech
12. Code: A systematic set of linguistic signals which co-occur in
definite settings
13. Code-Switching: A language phenomena that occurs when topic,
receiver, or communicative purpose varies
14. Transitional Bilingual Education (TBE) : The most common instruc-
tional model for minority language children in the United States.
Its goal is the gradual acquisition of a target language (Eng-
lish). It employs the for content teaching, gradually re-
ducing the use of and increasing the use of
15. Maintenance Bilingual Education: A bilingual program employing
and L
2
throughout the entire academic career. The goal of
this model is the retention of and the development of com-
parable literacy skills in both languages. Examples of large
scale use of this type of program include the educational systems
of Finland, Switzerland, Belgium, and parts of Canada.
13
16. Inunersion: A language teaching approach that attempts to create
a total environment in the target language and culture for rapid
second language acquisition
Organization of the Study
This dissertation consists of two major parts. The first part
will be an introductory statement of the problem followed by a com-
prehensive review of the related literature. This review is divided
into three sections:
1. New developments in applied linguistics that have particular
importance for second language teaching
2. The relevant studies in bilingual education with some of the
theoretical and statistical data available up to October 1981
3. A description of the most commonly used models for the education
of non-English proficient children
The second part is the major focus of the dissertation, the program
model. This model proposes a structured immersion approach with
content rather than grammar-based language instruction. There is
an early concentration on the second language component while sup-
port for the mother tongue is provided as an auxiliary element.
Although theoretical in nature, this model is currently in its first
year of full use in one school system. It is not yet possible to
draw any conclusions about the generalizability of all the program
features, but it offers an essential alternative plan for considera-
tion by bilingual educators. The main segments of the program are:
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1. Central screening procedures for identification, assessment
and placement of students—elementary and secondary
2. Bilingual/ESL centers
3. Grouping for instruction by age, language proficiency, and
and ability levels—elementary and secondary
4. Classroom management
5. Curriculum objectives—elementary and secondary
6. Professional staff qualifications
7. Auxiliary staff: teacher aides, counsellors, psychologists,
volunteers
8. Special programs for pre-school, vocational education and
adult education
9. Program evaluation—accountability
A concluding chapter recommends some directions for future re-
search in this field, i.e., the necessity for longitudinal studies
monitoring the academic and social development of bilingual students,
language attitude surveys in different communities, curriculum de-
velopment for multicultural populations, and the training or re-
training of professional staff.
NOTES
Paul Stoller, "The Language Planning Activities of the Office
of Bilingual Education," Linguistics
, 189 (1977), 50.
^Ibid., 58.
3
Two Way
,
The Commonwealth of Massachusetts, Department of
Education, Bureau of Transitional Bilingual Education, Boston, MA
(1976), p. 20.
4
United States Commission on Civil Rights, A Better Chance to
Learn; Bilingual-Bicultural Education
,
May 1975, p. 209.
^Ibid., 208.
^Ibid., 212.
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CHAPTER II
REVIEW OF THE LITERATURE
Introduction
In order to provide a broad enough background for the develop-
ment of a new instructional plan, it is necessary that more than
one facet of bilingual education be explored. Considering the brief
time that bilingual education programs have been in operation on a
large scale in the United States, one could not hope to find exten-
sive published research available. Three research questions narrowed
the focus of the quest for relevant data:
1. What new developments in second language teaching theory and
methodology will be valuable in program planning?
2. What are the published studies on outcomes of existing bilingual
education programs?
3. What program models are currently in use?
Question one has the greatest importance for teachers of minor-
ity language students. The basic goal of any bilingual program is
second language acquisition. Without an understanding of the great-
ly expanded possibilities in this area, professional staff are work-
ing without the necessary tools to do an effective job. Changes in
teacher training, curriculum development and instructional materials
will necessarily evolve from a consideration of new theoretical and
methodological advances in applied linguistics.
16
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The second question suggests a consideration of the relevant
studies of bilingual education programs conducted in recent years
and an analysis of their results. In addition to reported studies,
some of the review is based on site visits to programs in the United
States and abroad.
The third question prompts a review of the most widely used pro-
gram models to provide a contrast and comparison with the instruction-
al plan that follows in Chapter III.
Second Language Teaching Research
Language teachers are sometimes characterized as practical
people intent on classroom teaching and uninterested in theory,
which is a rather demeaning view. It is important to realize that
techniques and materials must rest on underlying principals, that
practice is based on theoretical notions. Language teaching is a
theoretical as well as a practical occupation and a brief considera-
tion of some of the newest theory should encourage teachers to
examine the ideas that inform their own practices and stimulate them
to look for the pedagogic possibilities of other ideas.
^
In the past twenty years some major developments have taken
place in the application of the linguistic science to the field of
second language teaching. The teaching of foreign languages has
followed a cyclical pattern, with the focus shifting periodically
from the grammar/ translation method, to a concentration on the
semantic aspect, to a concern for verbal fluency and back to gram—
18
mar again. The goal of second language study was most often the
reading of texts in that language and not primarily for communication
purposes
.
The World War Two era promoted a great surge in language teach-
ing experiments, specifically for rapid learning of fluency and com-
munication. The linguistic method was developed for rapid language
training of military personnel and became a popular teaching technique
in second language classes after the war. Its main elements are the
use of pattern drills, teaching basic sentences for memorization,
teaching grammar by induction rather than by stated rules. This
method emphasizes the maximazation of storage, not language learning
so much as behavior modification. The goal was verbal fluency. Crit-
ics of this approach say there is not much carry-over from the learned
patterns to actual discourse.
Contrastive analysis . Linguists have done extensive work in the
descriptive study of languages for comparison. The contrastive
analysis of two languages to detect possible interference in the
acquisition process, was an important new development. The discreet
elements of grammar, phonology and semantics had to be taken into
account in order to predict where the problems of interference would
occur. We have learned, as a result of the research in contrastive
analysis, that certain problems of interference will occur in the
transfer of skills from one particular language to another. These
problems of interference will not be the same for the speaker of language
A who is learning language B as for the speaker of language D who is
19
learning language B. Hence it becomes possible to develop strate-
gies for addressing the phonological problems common to Spanish
speakers learning English; the difficulty of mastering word order
for Turkish speakers learning English; even the problem of ortho-
graphy and register for speakers of Mandarin who are learning Eng-
lish. But contrastive analysis is concerned with systematic com-
parison of languages and not with the individual learner's speech
characteristics
.
Error Analysis . Error Analysis research has been concerned with
the language learner's metamorphoses rather than comparing two lan-
guages. This type of research studies the errors learners make in
their use of the target language. There is an attempt to discover
whether there are patterns of regularity in the lapses, or "breaches
2
of the code," as errors are described by Jack C. Richards. Na-
tive speakers occasionally produce unacceptable or Inappropriate
utterances but they correct themselves. Language learners who have
not yet learned the code, i.e., the rules, cannot correct themselves.
The description of error shows evidence of a system, not of or
but of the learner's actual language at any given point. Error
analysis is performed on "spontaneous" language behavior and not on
students' performance in classroom drills. A classification of errors
into the phonological, orthographical, grammatical and lexical is
then used as the basis for exploiting the incorrect forms in a con-
trolled fashion. Errors are individual, but errors common to all
20
^ §roup ^r6 us6d as a basis for curriculum design. One
imporbani element in this approach for the language learner is the
development of correction skills.
Interlanguage
. Selinker’s concept of interlanguage is that "People
don’t learn second languages—they create interlanguages . These
elements of interlanguage are of interest to teachers of second
language. Right from the beginning of second language learning,
stabilization occurs—a plateau is reached, no matter how much cor-
rection is done in class. Cessation of interlanguage development
occurs at different times during the transition. Selinker's
hypothesis is that people do not stabilize grammatical forms across
an entire interlanguage but within discourse domains. The idea
that certain elements of the target language will never be mastered,
that fossilization takes place, can be surmised but is not observ-
able. No language behavior can be considered permanent unless a
subject were to be observed from cradle to grave.
Observation of language behavior for gathering interlanguage
data is conducted in informal, cummunicative situations, since
classroom data would not be relevant. Sentence by sentence analysis
of learner's performance is never compared to native speakers’ pro-
duction. The crucial domain for observation is the performance of
a non-native to native speaker with a sympathetic native speaker/
listener. Selinker does not subscribe to any optimal age hypothesis.
He believes that age is never an absolute cut off, but he does state
21
that lateralization sets in at age five and will prevent a person
from achieving native-like competency in the second language.
To illustrate his hypothesis that gramatical form is very much
influenced by discourse domains, Selinker described an observation
of a student with several years of school English. When he had to
give an oral report in his class, he regressed to a less comprehen-
sible verbal performance in English than usual. Was it due to anx-
iety or was it domain specific? When he talked about things other
than his field of study to his classmates, his language was more
correct grammatically and this was observed both before and after
his report in class.
Selinker is currently involved in a process of examining and
revising, on the basis of experiental, observational and experiment-
al evidence, his original interlanguage concept (1972). The data
that will be published from this revision that is of special in-
terest to teachers will be in the following categories under in-
vestigation:
1. Attempted vs. successful second language performance
2. Successful learning as reorganization
3. Latent psychological structure (LPS)
4. Age (LPS and Puberty)
5. Fossilization
6. Backsliding
7. The five processes
a) Language Transfer
b) Transfer-of-Training
22
c) Overgeneralization
d) Strategies of Learning
e) Strategies of Communication
It is essential not only for language teachers but all educators
of limited English proficient children to have some knowledge of the
concept of interlanguage. To understand that the language learning
process is a continuum, with acquisition of different linguistic ele-
ments at different rates of speed, with stops and backsliding at
various stages—this kind of understanding will give classroom teach-
ers a more realistic perspective of their students' developmental pos-
sibilities .
Functional/Notional Syllabuses . The Functional/Notional Syllabuses
(or the use/meaning syllabuses) mainly provide a taxonomy for the
planning of semantically oriented language teaching. This language
teaching approach, which has gained great currency in the past fif-
teen years, places great emphasis on situation
,
i.e., the sum of the
observable features of the context in which a language event occurs.
Language use is a continuum, at one end predictable from situation,
at the other end unpredictable due to learned and inherited back-
ground of the speaker.^ Although many linguists are researching this
approach, it was originally the work of D.A. Wilkins at the Universi-
ty of Reading, England. The point of focus goes beyond the situa-
tional courses to ask what speakers communicate through language—not
only how speakers express themselves (grammar /form) or when and where
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they use the language (situation/domain).
A useful categorization of communicative functions is presented
here. The list of notions clustered under these seven function cate-
gories is designed to be used both as a vocabulary list and as a
foundation for notional exercises. This makes the material teachable
rather than theoretical. Many taxonomies have been reviewed in order
to compile this list and particular note should be made of the work
of Julia M. Dobson in Canada.^ While this may not be the definitive
one, it is a possible list for language teachers to consider.
1. Expressing feelings
a) Positive: liking, love, affection, joy, happiness,
pleasure, excitement, fascination, wonder, hope, friend-
liness, pride, gratitude, appreciation, sympathy, con-
tentment, cheerfulness, patience, regret, tolerance
b) Negative: dislike, hatred, sadness, misery, anger,
depression, envy, fear, sorrow, grief, pain, jealousy,
hostility, embarrassment, selfishness, egotism, annoy-
ance, boredom, nervousness, exhaustion
2. Socializing
a) General: greeting, self-identification, introduction,
respect, formality, informality, politeness, courtesy,
rudeness, flattery, teasing, name-calling, boasting,
ridiculing, jokes, riddles, puns, sarcasm
b) Relationship patterns: child-child, child-parent,
child-adult, teenager-teenager, teenager-adult, adult-
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adult, husband-wife, teacher-student, buyer-seller,
®3l6“niale, female— female, male—female
3. Information giving and requesting
a) ask, request, question, answer, reply, respond, say,
bell, inform, state, describe, reveal, demonstrate,
assert, hint, announce, declare, disclose
4. Expressing thoughts
a) think, know, believe, understand, consider, guess,
wonder, imagine, decide, cDttcl.ude, reason, infer,
interpret, compare, generalize, summarize, theorize,
prove, confirm, predict
5. Expressing opinions
a) agree, concur, maintain, insist, be certain, be sure,
be positive, be reluctant, insist, emphasize, accept,
reject, challenge, disagree, argue, dispute, reject,
contradict, defend, deny
6. Making judgments
a) judge, approve, disapprove, criticize, compliment,
condemn, deplore, blame, praise, apologize, excuse,
pardon, forgive, justify, confess, be right, be wrong,
be mistaken, be innocent, be guilty
7. Changing behaviors
a) advise, propose, suggest, recommend, persuade, urge,
beg, command, order, force, correct, teach, encourage,
assure, correct, caution, prohibit, warn, threaten, forbid
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Wilkins compares the synthetic and analytic approaches to second
language teaching and gives greater importance to the latter. The
synthetic approach is most commonly used, and consists of a break-
down and ordering of language into its constituent parts to be taught
sequentially. Theoretically, the learner synthesizes the parts into
the whole, global language. Given the short periods of time avail-
able for language lessons this strategy has some appeal. The gram-
matical component is central to language learning and provides the
structure for course design. The criteria for grammar sequence then
are simplicity, regularity, frequency and contrastive difficulty.
Though "a finite set of rules is capable of producing an infinity of
sentences,"^ what about the use of those sentences? Grammatical
competence is not the same as communicative competence. Sentence pro-
duction alone lacks situational relevance. Two other drawbacks of
the synthetic system of language teaching are the distance between
classroom language and real life language and the emphasis on repeti-
tion of like sentences, the core of so many pattern drills: I have
a hat, I have a pencil, I have a book, ad nauseum. Sentences of like
structure scarcely ever co-occur in natural language situations.
The analytic approach is a varied, heterogeneous, semantic,
learner-centered method of language teaching and syllabus construction.
Its starting point is the purpose for which people are learning
language and it asks what kinds of language performance are necessary
to meet that purpose. From the beginning, there is very little lin-
guistic control of the learning environment, permitting a greater
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variety of linguistic structures. The learner tries to approximate
his own linguistic behavior to the global language. Although cer-
bsin grammatical structures can be isolated for special emphasis,
structural considerations are not the primary ones in selecting the
langauge the learner will be exposed to.
Wilkins has some thoughts on the "principle of representative
proportions," the balance of the four language skills: listening,
speaking, reading and writing. He claims there is no justification
for giving long-term priority to spoken language as research does
show that linguistic forms that are seen (or seen and heard ) are more
easily learned than those that are only heard. Deliberate teaching
of written language should not be delayed.
Whether there is any advantage to a particular ordering of
speech and writing or to a particular balance of the two is
a pragmatic question. Is there any arrangement that is simply
more efficient than all others? There is no direct evidence
to suggest that this is so. A good deal of research intended
to compare different teaching methods has produced largely in-
conclusive results. Apparently, contrasting methods do not
produce significant differences in type and level of achieve-
ment . . . . ^
So much for the antiquated notion that weeks, months or years should
be spent on oral language alone before introducing students to read-
ing and writing in the second language.
As to what can reasonably be expected of second language teachers,
Wilkins offers this admonition.
Different methods demand different linguistic skills from the
teacher. Some can only be used by teachers who have great con-
fidence and facility in their use of the language. Much modern
teaching places very great demands on a teacher's oral command
of language. If there are teachers who have never had the
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opportunity to develop the necessary command, there would be
little point in obliging them to use methods which presuppose
a language proficiency which they do not possess.®
Communicative Approach . The communicative approach to language
teaching, while it encompasses the functional/notional, considers
a broader view of communication. Henry Widdowson says.
There seems to be an assumption in some quarters, for example,
that language is automatically taught as communication by the
simple expedient of concentrating on "notions" or "functions"
rather than on sentences. But people do not communicate by
expressing isolated notions or fulfilling isolated functions
g
any more than they do so by uttering isolated sentence patterns.
If the goal of second language teaching is to be the whole range
of communicative ability, then it is necessary to look at the nature
of discourse and the abilities that are engaged in creating it. "We
are not teaching a limited set of behaviors, but a capacity to pro-
duce those behaviors—a capacity which cannot help enabling its user
to do many other behaviors than those specified by any limited set."^^
A distinction between usage and use must be fundamentally under-
stood. Usage has to do with a language learner's knowledge of ab-
stract linguistic rules demonstrated by the ability to compose cor-
rect sentences. But in everyday life we are not usually called upon
to show our abstract knowledge of the rules but to use the language
in meaningful communicative behavior . Having developed language
competence, the learner shows this through performance. Usage and
use are both aspects of performance: usage illustrates the knowledge
of linguistic rules and use illustrates the ability to put that
knowledge of rules into effective communication. The teaching of
usage does not guarantee a knowledge of use, that is, it does not
ensure the ability to select which form of sentence is appropriate
and the ability to recognize which function is fulfilled by a sen-
tence in a normal, cummunicative situation.
In the language classroom, a typical drill, purportedly using
a situational base, is the practice with objects of the sentence
construction, "This is a pen." This teaches a form of usage but has
no justification as use: the learners do not need to have the object
identified as pen, they need to have it named in English. If this
were to be an instance of normal language use, one might say, "This
is called a pen in English" or "The English word for this is pen."
However, the sentence structure could be used in a situation where
something unknown is to be communicated, as in a science lesson
where the instructor might hold up a flask of liquid and say, "This
is sulphuric acid." Here the speaker is not just demonstrating a
structure but is using the language for a required communicative
12
purpose
.
Content-based language teaching is coming to be accepted as one
of the best methods of teaching the real use of language. It has
been widely observed that using subject matter such as science,
history, or mathematics makes the language learning immediately
relevant. This kind of teaching also allows for the transfer of
Information from the learner's experiences, for the learner has ac-
quired many kinds of knowledge which he need not be retaught. He
needs the labels for this knowledge in a new language. In a con-
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tent rather than grammar-based curriculum, we look at blocks of
discourse and not at random sentences. A selection of topics taken
from school subjects such as science experiments, descriptions of
historical events, map-drawing, etc. forms the basis for language
lessons. The language teacher need not be an expert in all these
other fields, but a language course has to make use of other topic
areas if the language is not to be taught as linguistics or philology.
Normal linguistic behavior does not consist in the production of
separate sentences but in the use of sentences for the creation of
discourse. The individual sentences do not usually express independ-
ent propositions (ideas) in themselves but they take on value in
1 ^
relation to other propositions expressed through other sentences.
Widdowson writes of cohesion as the way in which sentences and
parts of sentences combine to ensure propositional development, that
is, the idea that the language user is trying to communicate. Cohe-
sive discourse does not require that complete sentences be constructed
at all times but that each utterance be appropriate to the sentence
that went before and the sentence that will follow and takes into
account what the other speaker is saying at the time. An example of
this cohesion, or the overt relationship between propositions expres-
sed through sentences, is the following exchange between two speakers
which, at first glance, seems to lack cohesion:
A. —That's the telephone.
B. —I'm in the bath.
A. —O.K.
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Once we see the relationship between the three utterances as a piece
of discourse, we can supply the missing propositional links and pro-
duce a version which is cohesive:
A. —That's the telephone. (Can you answer it, please?)
B. (No, I can't answer it because) —I'm in the bath.
A. —O.K. (I'll answer it).^^
Language teachers need to get away from the imposition of artificial
rules requiring their students to construct complete sentences at
all times for this is not the way to teach normal communicative
abilities to develop spoken or written discourse.
It is also important to look at the four skills—listening,
speaking, reading and writing—to ask if we should continue to refer
to them separately in defining the goals of language teaching. The
acquisition of linguistic skills does not necessarily guarantee the
consequent acquisition of communicative abilities in a language.
"Knowing" a language involves a good deal more than the ability to
speak, hear, read and write correct sentences. We have to link the
target language with real contexts of use in one way or another and
it is quite natural to provide this link in school by using the sub-
jects in the curriculum.
There are extra-lingual considerations in both verbal and written
discourse that have nothing to do with sentence construction. Much
has been written about the non-verbal aspects of spoken interaction.
It is commonly understood that we produce sounds (speech) with our
vocal chords but that we really communicate with our entire bodies.
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In written discourse there are paralinguistic phenomena as well: dia-
grams, graphs, tables, charts, formulae and so on. Verbal and non-
verbal elements in a discourse may only make sense in relation to each
other. For example, drawing a chart based on a verbal account would
require the student to demonstrate an understanding of what he has
read by making a visual diagram. The opposite could be the case if
a student is asked to study a chart and write an explanation of its
meaning. This kind of information transfer exercise is not just an
empty language lesson but one that makes use of language in a natural
way in a problem-solving situation. Hence, these non-verbal devices
are not just visual aids, but devices for enriching written discourse.^
Widdowson takes exception to the behaviorist school of language
teaching that discourages the language learner from inquiring into
the rationale which might justify the activities he is asked to per-
form. Thinking might easily interfere with the mechanical process
of habit formation. His view is that the acquisition of abilities
requires the learner to assume a more active role involving an aware-
ness of his own learning processes and of the importance of certain
exercises to their development.^^ It will help the student if we
explain the rules of grammar from time to time.
He proposes an integrated approach to language teaching reminis-
cent of Wilkin’s analytic approach, avoiding the treatment of differ-
ent language skills that constitute competence in isolation from each
other, as ends in themselves. This integrated approach develops
underlying interpreting ability. "What the learner needs to know
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how to do," says Widdowson, "is to compose in the act of writing,
comprehend in the act of reading, and to learn techniques of reading
by writing and techniques of writing by reading.
As had occurred before, the linguistic wheel is coming full turn
again in the work of Christopher Brumfit who posits new arguments
for a grammar-based approach to second language teaching. Language
use is seen not as the use of a set of definable, pre-arranged tokens
but as a process of linguistic and cultural negotiation of meaning.
We acquire a set of strategies for interaction which we manipulate
for various purposes, constantly negotiating and renogiating our
linguistic relationships. With language, as with any semiotic
system, we construct and we play, adapt and refine, stretch and
twist and break the components of the system in order to create
new messages, for ourselves or for others. We acquire a flexible
and dynamic system, and the process of acquisition must itself
be flexible and dynamic.^®
Brumfit proposes a syllabus that uses the grammar system as a
core, with notional and functional specifications as a spiral around
it. At each stage of the ladder- like learning process, functions
and notions are related to grammatical exponents and a bargaining
process can take place between the two sets of elements.
Figure 1. Brumfit Syllabus Design for Second Language Teaching
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Course design has been one of the great contributions of applied
linguistics, giving us ways of describing that which is to be learnt
for pedagogic purposes. The syllabus should be based on a systematic
view of the nature of language and must be capable of being broken
down into discreet elements for, after all, education is segmented
and takes place in real time. Educational institutions act as physi-
cal and temporal foci for learning. But learning is not just describ-
ing and the language learner needs to learn to convert description
to process. Behavioral specifications have a value for testing, i.e.,
determining when we can stop teaching, but not for the teaching pro-
cedures .
A communicative syllabus must be based on the purposes for which
the target language is to be used. Is it for genuine language learn-
ing or for language-like behavior? Examples of the latter would be
the language proficiency required of airline pilots or waiters in
foreign countries, who need a limited code, a predictable selection
of items comprising a simplified grammar and lexis.
The syllabus must be responsive to learning theory and the spi-
ral design of Brumfit fits that specification. The grammatical sys-
tem provides a generative framework which is economical and capable
of being systematically ordered for teaching. The grammar segments
are ordered so that they progress from simple to complex, which
effectively imitates the nature of human language learning. This
process could not be followed with only an inventory of functions or
20
a list of notions.
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Communicative syllabus development has not yet converted the
static, descriptive systems of linguists and social psychologists
to learning activity, promoting dynamic use of a dynamic system,
fhere is still too much concentration on accuracy rather than
fluency. This can be stultifying in the early learning stages, for
formally evaluated accuracy Inhibits fluency. If fluency becomes
equally important then the learner will have more to do with de-
termining the syllabus for the learner will be operating Individual
strategies. A communicative methodology will be one that allows
the learner to do this, without losing the experience of the good
language learning situations that an effective teacher can provide.
This is the unfinished work of applied linguistics—developing com-
municative methodology for practical classroom use, now that communi-
cative syllabus definition has had sufficient attention.
Conclusion . The prodigious work of the linguistic science in the
recent past is slowly moving us from concentrating on the target
language in its pure form, replete with abstract rules of grammar,
phonology and lexis, as an entire corpus to be swallowed, whole,
if possible, to a focus on the language learner. It was necessary
to analyze and describe the elements of each language and the
possible problems that would be natural for the native speaker of
language A to acquire language B.
Then linguists began to shift their observations to the learner’s
actual language, plotting the incidence and types of errors. Now it
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was not or that was being studied but the actual "interlanguage"
of each individual learner, a personal synthesis. These developments
have added much to the theoretical underpinnings of second language
teaching.
The evolution of teaching methodology, though naturally lagging
behind theory, has come far from the rigidity of behavior modifica-
tion exercises to a consideration of various approaches for promoting
real communicative competence. The greatest advance in this evolu-
tion is the understanding of the very individual nature of each
person's language learning experience and the need for developing
strategies that facilitate the process.
Bilingual Education Research
Vernacular Advantage Theory . The vernacular advantage theory, "the
belief that instruction through the medium of the mother tongue for
minority language children in the early grades is a prerequisite
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for equality of educational opportunity," is the rationale on which
bilingual education is based. This approach has been put forward as
the best method of achieving second language competence, hence ensur-
ing improved academic performance. The further benefits from use of
the mother tongue and inclusion of the home culture in the curriculum
would be increased pride and positive self-image, reversing the
traditional feelings of inferiority common to linguistically and cul-
turally different children.
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There has been a lack of research data to support or disprove this
theory until very recently. I have surveyed the literature in the
United States and in Europe and will report on some of the reliable
studies that have been published and some of the programs I have
visited personally. The Final Draft Report on the Effectiveness of
Bilingual Education, produced for the Office of Planning and Budget,
U.S. Department of Education, by Keith A. Baker and Adriana A. de
Kanter, was released to the public on September 25, 1981. This
study provides the first major review of United States bilingual
education programs with reliable data and will be discussed at
length in this section.
Developmental Interdependence Hypothesis . In a UNESCO report pre-
pared by Skutnabb-Kangas and Toukomaa on the linguistic level and
development in both their mother tongue and Swedish of Finnish
migrant children attending Swedish schools, attention was given to
the hypothesis that those who best preserved their mother tongue were
also most competent in their second language. Their findings indi-
cated this to be true for children of ages 8-10 but similar results
did not occur with younger children, and no data was reported on
their older group. Yet the authors concluded, "that the migrant
children whose mother tongue stopped developing before the abstract
thinking phase was achieved thus easily remain on a lower level of
educational capacity than they would originally have been able to
achieve. This conclusion does not rest on proven results but on
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an idea of what might have been.
The research of Skutnabb—Kangas and Toukomaa is widely quoted
for its support of mother tongue instruction. Their "developmental
interdependence hypothesis" states that the development of skills in
a second language is a function of skills already developed in the
first language. In situations where the mother tongue is inadequate-
ly developed, the introduction and promotion of a second language can
impede the continued development of the first. In turn, the inade-
quate development of skills will not permit the development of
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competence in L^. This hypotheses has never been proven by any
published research but has often been cited in support of the bilin-
gual education program model.
In September 1981, I lectured at two universities in Finland,
at the invitation of the International Communications Agency of the
United States Department of State, on the status of bilingual educa-
tion in the United States. In the general discussions following my
lecture, I asked about the views of sociolinguists towards the de-
velopmental Interdependence theory. Both Nils Enkvist and Hlakon
O
Ringbom of the linguistics faculty at the Abo Akademi in Turku
stated that in their opinion the works of Skutnabb-Kangas and
Toukomaa have been discredited among Finnish linguists for the
unreliability of the data and the apparent chauvinistic bias in their
reporting. I have heard the same opinions regarding the Skutnabb-
Kangas and Toukomaa research from Kari Sajavara, Head of the Depart-
ment of English at the University of Jyvaskyla, and from Lisa
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Lautamattl, Head of the Language Center at the University of Tampere.
These scholars expressed surprise that such an unsubstantiated hypo-
theses was still widely accepted in other countries.
A review published in September 1981 as part of the comprehensive
report on transitional bilingual education programs by Baker and
de Kanter throws the necessary light on the shortcomings of the Skut-
nabb-Kangas and Toukomaa studies. This report is important enough
to be summarized here as it is the most current and complete rebuttal
of one of the seminal works in support of transitional bilingual
education.
Finnish Immigrants in Sweden Study . The 1976 study by Skutnabb-Kangas
and Toukomaa of Finnish immigrant children in two Swedish school
systems became one of the most widely cited studies supporting the
use of in the schools. It has been generally believed that this
study shows that the more schooling in Finnish (L^) children had
before beginning instruction in Swedish (L
2
) » the better their Swed-
ish language development. It is then inferred that this finding
supports the use of in the United States for children from non-
English speaking backgrounds.
The authors concluded that the,
. . .
learning potential in the foreign language (Swedish) is
influenced by ability factors, but also by their skills in the
mother tongue compared with others who have lived an equal
length of time in the receiving country, the better are their
prerequisites for learning the foreign language. 24
The data may be interpreted differently. In a recent review of
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the literature on age and Krashen concluded that older learners
acquire the initial stage of more quickly than younger learners
but that younger learners ultimately reach higher performance
25levels. While the implication that has been dravm from Skutnabb-
Kangas and Toukomaa is to use in the early years of schooling,
Krashen proposes the maximum use of at the earliest possible age.
In order to demonstrate the validity of the conclusion that lan-
guage minorities are best taught first in L^, it would have been
necessary to control for both age and proficiency. Skutnabb-
Kangas and Toukomaa did not do this and it is only one of the fail-
ures of their study.
Perhaps the most important data reported by the Finnish authors
is the L
2
test performance compared to schooling in L^. These data
purport to show that L
2
performance is better the longer the expo-
sure to L^: "... third to sixth graders with 3 or more years of
school in Finland performed better in Swedish than did those with
1 to 2 years of school in Finland, who, in turn, did better than
those schooled entirely in L
2
.
(Points refers to three categories
of performance in Swedish, with 1-2 being the low end of the scale.)
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Table 2. Results of Written Comprehension Tests
According to Location of School (Jauho and Loikkanen 1974)
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Percent-
age
points
Attended school only in Sweden Attended school in Finland
Swedish-lang.
class
Finnish-lang.
class
1-2 yrs. 3 yrs. or more
1-2 (-) 12% 5% 14% 6%
3 26% 40% 11% 12%
4-5 (+) 62% 55% 75% 82%
Total 100% 100% 100% 100%
N 65 40 28 17
Source: Skutnabb-Kangas and Toukomaa, 1976.
Since the authors of the study presented no statistical analysis
of the data. Baker and de Ranter undertook this project. They anal-
yzed the data in eight different ways, each one corresponding to one
possible interpretation of the data. Generally they found the most
useful statistic to be the coefficient, which gives the probability
of knowing in which category of Swedish performance a student will
be found, given the student's exposure to school in Finland.
The major problem that Baker and de Ranter had with the correla-
tion analysis was that they simply could not interpret the data offer
ed by Skutnabb-Rangas and Toukomaa. After taking the table apart
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and looking across the eight analyses, the researchers were over-
whelmed at the lack of relationship expressed. In short, there is
overwhelming evidence that ^ relationship exists between L
2
perform-
ance and development of The most it seems to show is that
good students tend to perform well in any number of subjects, includ-
ing languages.
^®3sons why the Skutnabb—Kangas and Toukomaa data was
difficult to analyze and finally produced no support for the authors'
L^-L
2
hypothesis are:
1. Lack of detailed information on what researchers did
2. Lack of random assignment
3. No attempt to match the comparison and experimental groups
4. No attempt to control statistically for pre-existing
differences
5. Missing data—the most serious problem
Although the study covered 687 students, the key analysis
28(Table 2-1) is based on only 150 students. The absence of data
on three-quarters of the sample raises serious questions about the
validity and generalizability of the results. Taken with all the
other shortcomings in the Skutnabb-Kangas and Toukomaa research,
this hypothesis should now be rejected for good and sufficient grounds.
The Bedford Project . In November 1979, I visited the Bedford Project,
a European Economic Community pilot project for teaching in the
mother tongue for children of migrant workers in Bedford, England.
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The program was funded for a duration of four years and began in
1976. One year was devoted to planning and community liaison work
hsfore instruction began. Surveys were conducted to determine
community languages and parental attitudes towards bilingualism
through home visits and public meetings. Based on these findings,
a program was planned for children in three lower schools (ages 5-9)
in Italian and Punjabi; and an Italian program at one middle and one
high school. In all, the children included in the project were 62
Italian students and 65 Punjabi. Mr. Arturo Tosi, project coordina-
tor, shared with me some elements of the Italian mother tongue teach-
ing results which are of interest to the present study.
The Bedford Italian community is mainly from Sicily. Although
the majority arrived as migrant workers in the brick-making industry
forty years ago, intending to stay only a year or two, they remained.
Their non-standard dialect of Italian has been maintained through
daily use in the family and the community but very few of the adults
ever reached a high level of standard language development or literacy
in Italian.
On starting school, the children arrive with a non-standard
dialect of Italian and begin their studies with English as the lan-
guage of instruction at age 5 or 6. By age 9, according to Tosi,
the children have attained a level of fluency and production in
English comparable to native speakers. In the course of this mother
tongue teaching project, Mr. Tosi discovered that the instruction
in the standard dialect of the child’s ran into difficulties.
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Due to the difference between the home dialect and the standard,
it was almost like teaching the children a third language. His
program is achieving some success after four years with a small
group of students who have been motivated to continue their lan-
gauge studies beyond the high school level.
The interesting aspect of this project was the understanding
that use of when it is a non-standard dialect as the first lan-
guage of instruction was not considered as a possibility. There
was unanimous consent among program planners that the acquisition
should be addressed first for the child's cognitive and social
development, and the addition of instruction would be a valuable
enrichment. Care was taken to provide topics related to the history,
geography and traditions of the countries of origin in the classroom
curriculum for all students.
Evaluation of the Bedford Project was to include the following
indicators:
1. Development of linguistic competence in the
2. Development of improved self-image of migrant child
3. Improved esteem for the migrant children from the indigenous
children
4. Effects of the project on home/school relationships
The final report on the project has not yet been published. Mr.
Tosi reported that his internal, formative evaluation, revealed
after two years of the project that item 4 had the highest level
of success, followed in descending order by items 2,3, and 1. The
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project then, has had its greatest success in promoting a positive
home-school relationship among minority language families and in
generating multicultural awareness and sensitivity in the entire
school population.
The lesson of the Bedford Project for bilingual education
programs in the United States is that where the home language of the
children is a non-standard dialect, as is the case with many
of the children in the Hispanic community, for example, instruc-
tion in is not an automatic blessing. A great deal of preliminary
work must be done to teach the phonological and lexical aspects of
the standard variant before school subjects can be taught. In
effect, we are then trying to teach by first teaching in non-
standard L^, then in and the third step is to actively focus on
the target language. The developmental delays inherent in this proc-
ess are obvious.
Sweden's Bilingual Education Policy . Sweden, until recently a
country with a very homogeneous population, adopted a national
bilingual education policy in 1977 for its newly arriving migrant
workers from Finland, Norway, Denmark, Germany, Yugoslavia, Turkey
and Poland. All groups enjoy the privilege of preserving their
native language and engaging in cultural activities in that lan-
guage. Efforts are being made to educate the entire country to an
understanding that the immigrants' values , language, religion and
customs must be regarded as positive to Sweden and as a beneficial
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influence on the country's social development. The Immigrant
Commission reported in 1974 that
... a child denied the opportunity of developing its native
language to a level at which abstract thought is possible then
confronted at school with instruction delivered in another
language is subjected to a great strain, both intellectually
and emotionally, and serious disruptions are liable to occur
in its linguistic and intellectual development . 29
The manner in which the Swedish plan is implemented is inter-
esting. They rejected the idea of separate schools for the minority
languages, which have been instituted in some cities in Germany and
Belgium, as inadequate for promoting a multicultural society. Even
though many advocates of bilingualism advocate the laying of educa-
tional foundations in the native language, Swedish lessons are given
at a sufficiently early age to eliminate the risk of pronunciation
difficulties. The development of a good command of Swedish is
essential for participation in the complex life of the community,
in activities of voluntary association, and in cultural activities
outside the child's own group. Provision for maintenance is
done through lessons and study guidance in the native language, based
on an agreement between parents and school as to language of prefer-
ence and also considering community resources, supply of teachers
and geographic and linguistic distribution of children. There is a
flexibility to this kind of policy that allows for each family to
determine the best course for its own children. The skills are
developed by all minority language children early, and the skills
are developed consistent with the desires of different individuals
or groups.
Dual Threshold Hypothesis . James Cumins' threshold hypothesis assumes
that those aspects of bilingualism which would positively influence
cognitive growth are unlikely to come into effect until a child has
attained a certain minimum or threshold level of competence in his
second language. If a bilingual child achieves only a low level of
competence in that second language, his interaction with the environ-
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ment through that language is likely to be impoverished. Cummins
posits the theory that there are two threshold levels for bilingual
students, of equal importance and interdependent for cognitive devel-
opment. The following figure illustrates his theory.
Figure 2. Cognitive Effects of Different Types of Bilingualism
(adapted from Skutnabb-Kangas and Toukomaa 1977)
Type of Cognitive
Bilingualism effect
A. Additive
bilingualism
high levels
in both
languages
Positive
cognitive
effects
Dominant
bilingualism
native-like
level in one
of the lan-
guages
Semilingualism
low level in
both languages
(may be domi-
nant)
higher threshold
neither level of bilingual
positive competence
nor nega-
tive effects
lower threshold
level of bilingual
competence
negative
cognitive
effects
Source: Cummins 1976.
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By his ovm statements Cummins reveals the tentative nature of
this theory when he states that "children in the middle category
who maintain high levels of competence in but fail to achieve
similar or higher levels in may have difficulty assimilating
subject matter content through that language. It seems that if
the intent of the educational program is the acquisition of com-
petency that will permit students to actually learn subject matter
in L^, then the long adherence to seems to be one of the least
effective ways of realizing this goal.
Canadian Immersion Models . Longitudinal studies of French immersion
programs are being reported with greater frequency in Canada. Due
to the passage of Public Law 100 in Quebec, all children must now be
educated in French, regardless of their home language, unless their
parents can show proof of having themselves attended English lan-
guage schools in Quebec. Any families arriving in Quebec from other
provinces or from other countries do not have a choice between French
or English schools.
Merrill Swain reports the results obtained in a Canadian French
immersion program comparing the fluency of children instructed
through three different models: early total, late partial and late
total immersion. Results indicate that the early total immersion
program is producing students who have a more native-like command
of French than are the other two models. Considering that the early
total immersion program also appears to result in the long run in
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superior performance in the children's home language (English), and
that there are fewer short-term lags in content learning relative to
other programs, the early total immersion appears to be the best
route to follow. Swain emphasizes that "administrative and community
support are two essential ingredients in the success of any innovative
32program."
A recent study conducted in Edmonton, Canada matched Ukranian
children for IQ, socioeconomic background, sex, age and
school at grade one and grade three. In a test of ability to analyze
ambiguities in sentence structure, administered in the children's
second language (English) results showed that the children who were
fluent in their home language and used it extensively at home per-
formed significantly better in English than the group who were not
as fluent in their home language. Cummins states, "This research
supports the hypothesis that the level of linguistic competence
attained by a bilingual child may act as an intervening variable in
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mediating the effects on his cognitive development." In fact, the
implications of this study seem to be that good progress has been
achieved by minority language children in their school performance
even at the first grade level without mother tongue instruction.
Another study cited by Cummins was done on a Cree Indian
34
reservation in Alberta, Canada, with students from bilingual Cree/
English speaking families. As a result of testing grade one and two
students, a high correlation was found between the children's oral
Cree competence and their performance on the Gates-McGinitie test of
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English reading skills as follows: r, Gates-McGinitie comprehension
and Cree = .66, .01; r, Gates—McGinitie vocabulary and Cree *
.76,
p^ .001. Far from strengthening the case for mother tongue instruc-
tion, this study illustrates the importance of language development
reading process but there is no indication that it must neces-
sarily be rather than development first. Also, there is no
reason to suppose that a formal program of instruction using the Cree
language would produce the same levels of second language competency
by grade 1 or 2.
Culver City, California, Immersion Model . Both of the studies just
described indicate the success of second language acquisition through
immersion rather than mother tongue instruction, as does the report
of Andrew Cohen's experimental study of 1974. Addrew Cohen devised a
three year total immersion program in Culver City, California, that
has been widely reported for its successful outcomes in bilingual
instruction. This program for English language dominant children
provided instruction initially in Spanish in kindergarten and grade 1.
Language arts and reading in English began at the second grade level.
This study demonstrated that a total immersion in the second language
as the first instructional medium was not achieved at the expense of
the home language. By the fourth grade, students were capable of
functioning equally in both languages and subjects were taught in
either language. Cohen concludes that "social factors play a more
important role than sequencing of languages in the success of a bi-
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lingual program, especially community attitudes and teacher expecta-
tions."^^
Historical Anglicization in New England . Critics of total immersion
programs for minority language students claim that they will not be
effective because the minority child will not have the home and
community support for his mother tongue and will lose this linguistic
asset. From my involvement in Puerto Rican, Italian, Chinese, and
Southeast Asian communities in Massachusetts, I have observed that
the child’s linguistic experience is almost entirely in the mother
tongue once he leaves the school room. The language of the home,
church, shops and playgrounds is the mother tongue in these enclaves
in the middle of an English-dominant society. This indicates a
strong need for a school program that offers the greatest possible
exposure to the second language as early as possible and with spe-
cially trained personnel to do the instruction.
Bilingual education advocates often cite language shift and
loss of cultural identity as dangers in not supporting the home
language and culture with a strong commitment in the public schools.
A recent study on the historical anglicization of four New England
language groups presents some convincing evidence to the contrary.
It is noteworthy that the Italians, whose period of greatest immi-
gration spanned the years from 1910 to 1940 still retain native
language use in 35% - 45% of the families. For the French, who
settled in New England much earlier, the figures of language reten-
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tion are still very high at 40% - 60%.^^ Neither language nor cultur-
al maintenance were provided in the public schools for either of these
groups. The Spanish language groups have only arrived in New England
in sizeable numbers in the past 10-15 years and there is no indication
yet as to how rapidly language shift will accelerate with each genera-
tion.
Table 3. Historical Anglicization in New England
Population estimates for Italian, Portuguese, Spanish, and French/
Canadian groups by ethnicity, those retaining native Language use,
and the percent who have experienced historic anglicization.
Adults 1976 Language
Group and State Ethnicity
Native
Language Use
Historic*
Anglicizat
Italian
Massachusetts 371,164 130,231 64.9%
Rhode Island 111,763 42,609 61.9%
Connecticut 309,651 134,347 56.6%
Portuguese
Massachusetts 174,893 122,731 29.8%
Rhode Island 45,731 31,315 31.5%
Spanish
Massachusetts 45.982 47,000 2.2%
Connecticut 49,784 46,660 6.3%
French
Maine 136,292 81,776 40.0%
New Hampshire 130,569 67,974 47.9%
Vermont 62,592 21,108 66 . 3%
Rhode Island 96.138 50,013 48.0%
Connecticut 154,982 71,765 46 . 3%
Massachusetts 377,802 154.953 59.0%
Source I Equal Education in Massachusetts! A Chronicle (1981)
*Historic Anglicization = English Transition.
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James Cummins reports the following In an extensive survey of
recent research in North America on the use of the mother tongue as
the language of instruction.
The differential success of a home—school language switch in
minority and majority bilingual programs has been examined in
several recent papers . . . twenty-five studies which investi-
gated the choice of medium of instruction concluded that no
generalizations were possible.
He further quotes from the research of Bowen, who gave us the title
"vernacular advantage theory" but now reject the generalizability of
the concept that "the choice of medium of Instruction should be
determined by social conditions—not by a pre-conceived notion that
38
the mother tongue per se should be used."
Office of Education Study on the Effectiveness of Bilingual Educa-
tion . Until the release of the draft report written by staff members
in the Office of Planning, Budget and Evaluation, U.S. Department
of Education in late September 1981, there had been a serious lack
of evaluation data specifically on the results being achieved
through bilingual education in this country. This is the first
comprehensive review and covers 300 program evaluations reported
since 1978. The Office of Bilingual Education (Title VII) was not
able to provide copies of its pre-1978 evaluations, so they could
not be included in this review. Of the 300 programs reviewed the
authors have concentrated on 28 studies as being the only ones that
were methodologically applicable.
The question of the effectiveness of transitional bilingual
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education is very important to the development of policy in the
Department of Education. This review focused on two questions deriv-
ed from the principal intent of federal policy:
1. Does transitional bilingual education lead to better per-
formance in English?
2. Does transitional bilingual education lead to better per-
formance in non—language subject areas?
^sviswing the body of research to determine the effectiveness of
^ P^^bicular instructional program, three fundamental questions were
asked:
1. Does the study present data relevant to the issues of
interest?
2. Does the design of the study permit any plausible alter-
native explanation for the results other than that the
program worked?
3. How widely can the results of acceptable studies be
generalized?
The methodological approach used in this review is based on the
application of standard criteria for the adequacy of research de-
signs accepted in the education literature. Rejection of many of
the studies occured when the following characteristics appeared:
1. The study did not address the issues
2. Students were not randomly assigned
3. Appropriate statistical tests were not applied to demon-
strate program effects
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4. The study used a norm-referenced design
5. The study examined gains over a school year without a
control group
6. Only grade equivalent scores were reported
Acceptable studies had the following characteristics;
1. True experiments in which students were randomly assigned
to treatment and control groups, or
2. Studies using non-random assignment which controlled for
possible pre-existing differences between the groups either
by matching students in the treatment and comparison groups
or through using statistical procedures. Analysis of
covariance was the most common statistical method used to
control for pre-existing differences
The four educational models being used in experimental or con-
trol groups are the following:
1. Submersion: Minority language students placed in regular
classrooms, no special program is provided, commonly refer-
red to as "sink or swim." (This has not been a legal op-
tion since the Lau vs. Nichols decision of the U.S. Supreme
Court in 1974.)
2. English as a Second Language: Regular classroom placement
with extra instruction in English part of the day by spe-
cial staff and ESL curriculum. may or may not be used
to facilitate teaching of L„.
55
3. Transitional Bilingual Education: Subject matter taught
in L^, gradually being phased out as competency in
is achieved and mainstreaming is possible. Program may
or may not include ESL instruction.
4. Immersion: All instruction is in with a structured
curriculum assuming no prior knowledge of when sub-
ject areas are taught. All content is introduced in a
way that can be understood by the students. Staff under-
stand of students but do not use it in the instructional
program.
The following table illustrates the important characteristics
of the instructional programs described above. The third column,
special curriculum, refers to whether the curriculum is organized
differently from the way the curriculum is organized in an ordi-
nary monolingual program. For example, TBE does not have a special
curriculum because it uses a regular curriculum in two languages,
whereas the immersion method does involve a special curriculum.
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Table 4. Types of Instructional Programs
Language Language
Spoken by Spoken by Special
Teacher Student Curriculum
Submersion No
Immersion L^ Yes
Transitional bilingual education. .L^gradual- L^gradual-
ly replaced ly replaced
by L^ by L^ No
English as a second language. . . . L^ Yes
L^ = the child's first or home language
L
2 =
the child's second language, the language of the school
Source: Baker and de Kanter, 1980
A summary of the 28 applicable studies with authors, grade
levels, number of students, program languages, and results reported
for second language and mathematics skills is printed here. It is
the core of the review of 300 bilingual education programs and
must necessarily be reproduced in its entirety. This table presents,
in the most concise, economical form, the massive data collected
and analyzed by Baker and de Kanter.
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result
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A further summary of findings is provided in Table 6 although
the results must be qualified. Rather than simply counting the total
number of students with various outcomes, different weights had to be
assigned to different findings depending on the size and scope of
each study. The important consideration, however, is what is indi-
cated by the aggregate results rather than by each study in isolation.
Table 6. Summary of Findings from Applicable Studies
Transitional Bilingual Education Versus Submersion
TBE : Second Language Math
Positive 10 2
No Difference 15 9
Negative 5 3
Transitional Bilingual Education Versus English as a Second Language
TBE ; Second Language Math
Positive 1 1
No Difference 3 NA
Negative 1 NA
*
Transitional Bilingual Education Versus Immersion
TBE ; Second Language Math
Positive 0 0
No Difference 1 1
Negative 1 0
*
Immersion Versus English as a Second Language
IMMERSION ; Second Language Math
Positive 1 NA
"k
Math scores found in immersion projects in Canada are difficult to
compare with scores in regular English curriculums. What can be
concluded, however, is that students can achieve equally well (or
better) in math classes taught in as in math classes taught in
Source
;
Baker and de Kanter, 1980.
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Baker and de Kanter reached the following conclusions:
1. That schools can improve the achievement level of language-
minority children through special programs
2. That the case for the effectiveness of transitional bilin-
gual education is so weak that exclusive reliance on this
instruction method is clearly not justified. Too little
is known about the problems of educating language minori-
ties to prescribe a specific remedy at the Federal level.
Therefore, while meeting civil rights guarantees, each
school district should decide what type of special program
is most appropriate for its own unique setting
3. That there is no justification for assuming that it is
necessary to teach nonlanguage subject in the child's
native tongue in order for the language-minority child to
make satisfactory progress in school. However, if non-
language subjects are to be taught in English, the curri-
culum must be structured differently from the way the
curriculum is structured for monolingual English-speaking
students
4. That immersion programs, which involve structured curri-
culums in English for both language and nonlanguage subject
areas, show promising results and should be given more
attention in program development
That the Title VII program for bilingual education must take
steps to improve the quality of its program evaluations
5 .
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To return to the two basic questions that were posed by the
authors as to the effectiveness of transitional bilingual education
for achieving better performance in English and better performance
in non-language subject areas, the studies reviewed suggest nega-
tive outcomes in the majority of instructional programs using the
transitional bilingual education model. This information will have
serious implications not only for federal policy, where this has
been virtually the only approved method, but for many states where
laws have been passed mandating bilingual education programs. (See
Table 1. on page of this study.)
Transitional Bilingual Education has been the only model
funded by Title VII of the Elementary and Secondary Education Act
of 1968; it has been the only model enforced nationwide by the
Office of Civil Rights’ interpretation of the Lau decision; and it
was the only model proposed in the August 5, 1980 Proposed Federal
Rules (withdrawn in November 1980 and now under revision) . For the
federal government to impose only one instructional method for all
language minority children, there would have to be a very strong case
made that this method is uniformly effective across linguistic,
ethnic and geographic factors, and that there are no effective in-
structional alternatives. If desired goals can be reached through
more than one approach, local education agencies should have a choice
of options. Federal and state governments should realize that other
pedagogical methods than Transitional Bilingual Education can be
effective in meeting student needs and also meet civil rights cri-
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The findings of the Baker and de Kanter study do not make a
case for the effectiveness of Transitional Bilingual Education.
They conclude that it fails both tests for relying on it as the
exclusive method of instruction for minority language children.
There is no empirical evidence that Transitional Bilingual Educa-
tion is uniquely effective in improving students’ performance in
42
English or in non-language subject areas.
Results from the 28 acceptable studies fall into three general
categories
:
1. These studies show positive outcomes regarding language
performances: With respect to Transitional Bilingual
Education, positive outcomes pertaining to language per-
formance were reported by Covey (1973), Carsrud and
Curtis (1980), McConnell (1981), Olesini (1971), Plante
(1976) , Legarreta (1979) , AIR (1975b) , Cohen (1975)
,
Kaufman (1968) , and Zirkel (1972)
2. These studies find no difference between treatment and
comparison groups and, therefore, question the effective-
ness of Transitional Bilingual Education: (Ramos et . al.,
1967; Ames and Bicks, 1978; Plante, 1976; Kaufman, 1968;
Huzar, 1973; Legarreta, 1979; A. Cohen, 1975; SEDL, 1977;
Carsrud and Curtis, 1980; Matthews, 1979; Skoczylas, 1972;
McSpadden, 1979, 1980; Balasubramonian et. al., 1973;
Cottrell, 1971; Olesini, 1971; AIR, 1975b; Zirkel, 1972;
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Lum, 1971)
3. These studies found Transitional Bilingual Education to be
less effective than either immersion or English as a Second
Language: (Lu, 1971; Pena-Hughes and Solis, 1980) and
some found Transitional Bilingual Education to have nega-
tive effects by comparison with submersion (Danoff et. al.,
1977, 1978; Stern, 1975; Moore and Parr, 1978; A. Cohen,
1975; McSpadden, 1980)^^
The time has come for the Department of Education in Washington
and for state education departments to give support to alternative
programs for minority language students with more flexibility than
has been evident in the past fifteen years. What cannot be allowed
to happen is that the pendulum swing altogether back to a policy of
negligence. The Lau vs. Nichols decision of the Supreme Court pro-
vides the backbone in mandating special programs for this population,
but there can no longer be total adherence to an educational model
that has been proven ineffective. Government support should be
given to immersion demonstration programs for different language
communities. Canadian immersion programs' successful outcomes have
44
been dismissed too hastily on weak theoretical arguments.
Government research under Title VII so far has only examined
Transitional Bilingual Education programs rather than all pedagogical
model for students of limited English proficiency. Therefore, re-
search must be expanded to examine the following areas;
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1. Effectiveness of alternative instructional approaches
and how they meet the needs of different linguistic and
cultural groups
2. Re-examination of the theory of Transitional Bilingual
Education which was designed for monolingual speakers
and may not be relevant to the majority of language minority
students in the United States
3. Development and dissemination of appropriate structured
immersion, content-based, curricula
4. Review and improvement of English as a Second Language
teaching methods (i.e., rejecting meaningless pattern
drills in favor of teaching meaningful communication)
.
5. Review of bilingual and English as a Second Language
teacher qualifications for language competency and teaching
skills in content areas
Conclusion . The very existence of reliable data on the effective-
ness of Transitional Bilingual Education is a step forward in the
process of re-evaluation and policy change that should begin to
take place on the local and state levels as it is envolving on the
federal level.
The evidence of linguistic theory also dictates the need for
restudying the instructional model. There is general agreement
among linguists that all major grammatical structures have been
mastered by the age of five and that the deep structure of language
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has been acquired, independent of the home environment, although
there will be considerably more development, with time, in lexical
items and in more complex syntactic patterns. This is interesting
to bear in mind as it points to a prime age for receptivity of
second language. Valdman makes this statement on the optimal age
hypothesis
:
Providing opportunity for second language learning in the early
grades indicates a clearer recognition of the patterns and
sequences of child development. The young child enjoys language
experience. He is ready to learn, to listen, to communicate
by word of mouth, in playful and dramatic situations. With
favorable motivation he is emotionally amenable to a second
and even a third language.
Models of Bilingual Education
Before presenting the structured immersion program model which
I have been developing over the past seven years, I believe it would
be useful to examine briefly some of the existing models for bi-
lingual education. They are not all proper models for some are stop-
gap measures for coping with linguistically different children, while
others have had sufficient attention to detail and have been system-
atically implemented in various school systems.
"Sink or Swim" or No Model . In the beginning was the "sink or swim"
approach to the education of minority language children. Wave upon
wave of immigrant children sat uncomprehendingly through classroom
lessons taught in English. Those with some particular combination
of good health, personal motivation, family encouragement, peer
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acceptance, and probably some intangible elements, succeeded in
mastering the new language and completing a certain number of years
of schooling. (I include myself in this group.) Those lacking
enough of the elements for a successful mix acquired a very limited
proficiency in English, experienced low achievement levels in aca-
demic subjects and left school early for unskilled work. The Su-
preme Court’s ruling in the Lau vs. Nichols case specifically ex-
cludes this form of educational program.
Pull-Out Models . In the years immediately preceding the 1968 Ele-
mentary and Secondary Education Act, with its Title VII provision
for bilingual education, some school systems with large numbers of
minority language children began to provide pull-out (outside the
classroom) tutoring in what was euphemistically called English as a
second language. The children were situated in regular classrooms
with their native-English speaking peers where they were given no
special instruction but expected to either grasp the meaning of the
lessons or sit quietly until they could do so and then participate
in class activities. Every day they were taken out of the classroom
by an "ESL" teacher for anywhere from 15-30 minutes of English lan-
guage lessons. That special assistance was to provide the skills,
because, the reasoning went, the student would be soaking up
simply being in an English speaking classroom. As with every form
of educational design, there will always be some children who will
learn successfully. And so it was with the ESL pull-out model. But
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thG TGSults for the large majority of the children were very un-
satisfactory. There were three important shortcomings to this
instructional plan: (1) ESL teachers were not professionally
trained for this work; (2) adquiring language skills by osmosis in
a classroom of native speakers is unnecessarily slow, inefficient
and painful for the student; and (3) the deficit/compensatory
approach to language teaching produced negative self-attitudes.
These three program faults need amplification.
Until eleven years ago there was no professional organization
of teachers of English to speakers of other languages, very few
states with certification guidelines, and very few courses of study
for mastering a body of knowledge fundamental to second language
teaching. Teachers of ESL were appointed from the ranks of ele-
mentary level classroom teachers; secondary level teachers of English,
social studies or foreign languages; teachers of remedial reading;
speech pathologists, and teachers of the hearing impaired. Some of
these teachers with above average skills and motivation did a cred-
itable job but it was a "seat of the pants" effort. Public school
administrators had not yet been disabused of the myth that anyone
who speaks a language can therefore teach it . So they reasoned
that anyone who spoke English can teach English. Another practice
in public schools that further weakened a tutorial program such as
the pull-out one was designed to be, is that the least competent,
tenured, classroom teachers may be assigned to remedial programs
such as ESL or Title I. This is an indefensible practice, but it
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happens and I have personally observed it in at least four Massa-
chusetts school systems.
The difficulty for a student to understand new concepts taught
in a new language should be obvious to any educator. When minority
language students of preschool age arrive in the United States there
is at least the expectation that a year of Kindergarten will give
them some oral language competencies and some pre-reading skills in
English. When the children enter school at other grade levels, the
task of becoming integrated with the other students for meaningful
instruction requires more than 30 minutes a day of language lessons
and the role of observer for the other 54 hours. There are severe
frustrations in this model for children who may find themselves be-
hind their classmates for several years, for the classroom curriculum
is designed for monolingual speakers of English.
Limited English proficient children retained a negative self-
image as they saw themselves singled out for special tutoring ses-
sions. Partly this was natural as in many schools the skimpy ESL
tutoring took place in hallways, broom closets, and other inappro-
priate settings. But partly it was also due to the emerging desire
to remain with one's peers in the regular classroom and not be mark-
ed for special attention. This desire promoted a negative attitude
towards going to the ESL lessons and slowed the language learning
process
.
In summary, the pull-out model was strongly criticized by the
early advocated of bilingual education and with good reason. How—
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ever, it is totally inaccurate to say that ESL does not work. This
pull-out model cannot truly be called an ESL program because it
generally lacked trained personnel, an effective program design, and
suitable textbooks and materials. Though some special attention was
being directed at the needs of limited or non-English speakers, this,
too, was a stop-gap measure only.
Two-Way or Full Bilingualism Model . Experimental schools such as
the Coral Way Elementary School in Dade County, Florida, have used
this model to teach in and maintain two languages. It is designed
for two native language groups, Spanish and English, and provides
dual instruction for both groups, so that each group receives instruc-
tion half the day in one language, then switches to the other language
for the same lessons to be taught in the other language. Theoretical-
ly both groups achieve full bilingualism. Basically, the idea is to
develop full competency in and through either of these two
variants;
1. Dual Medium - Different Maintenance: The two languages
are maintained for different purposes. is used as the
initial language of instruction; is introduced gradual-
ly and developed to full literacy. Curriculum is divided
so that culture based subjects such as social studies, art,
music, are taught in and other subjects are taught in L^.
2. Dual Medium - Equal Maintenance; All subjects are taught
in both languages and equal time is given to each medium
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of instruction. Half a day of instruction in all content
areas, followed by half a day of the same concepts taught
in L
2
is the rule. Within a few years of its inception,
this model developed serious flaws, chiefly the boredom
of the children with the endless repetition. The problems
of coordinating curriculum and teaching staff were severe,
also. But there was also the inequality inherent in the
program design since one of the two languages necessarily
got short shrift because of its use in the afternoon when
children may be less alert.
Immersion Model . Lambert and Tucker developed one of the most
widely used programs of this type in Canada for teaching French to
English-dominant students. Many others have devised variations on
this theme, and the model I have developed is partially based on one
of the fundamentals of Immersion, that is, that receptivity to lan-
guage learning is highest in the early years and therefore L
2
should
be the first medium of instruction. Formal instruction in is
added after two or three years and a dual medium-different mainte-
nance sequence is followed. Full bilingualism is the goal and re-
sults after ten to fifteen years in Canada are positive. Experiment-
al studies of early or late, partial or total immersion programs are
reporting varying degrees of success in promoting functional liter-
acy and linguistic competence in all domains in and 1'2* Wide-
spread use of this model in Canada for two major language groups
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makes sense. It would be extremely difficult, if not impossible, to
fully implement such a model for the seventy-nine language groups
currently receiving mother tongue instruction in the United States.
Transitional Bilingual Education Model . The Commonwealth of Massa-
chusetts mandated this form of bilingual education in 1971 and was
the first to make such a commitment. Based on the "vernacular ad-
vantage theory," is the first medium of instruction in all con-
tent areas, to avoid delay in cognitive development. The major goal
of the TBE model is the efficient acquisition of second language
skills through the medium of first language instruction. The grid
sketched below illustrates the model employed in Massachusetts, with
all content areas to be taught in the first year, and a gradual
increase in the use of so that complete mastery of would be
the outcome at the end of the three year program. Cultural mainte-
nance would be a stable element of all instructional planning in all
subjects
.
Figure 3. TBE Model
L
1
Instruction
First Year Second Year Third Year
ESL ESL
Math Reading & L.A.
Math Science Math
Science Science
Social Studies Social
Reading & L.A. Studies
Social Studies
Reading,Writing
1 ini^LTA^^^^ ^
L
2
Instruction
Source: Porter, 1982.
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In theory this seems a reasonable model. In practice it has
never proven its worth or delivered on its promise. Since I have
been personally involved with the Massachusetts TBE program for
eight years, first as a bilingual teacher, then as a graduate stu-
dent in bilingual education, and now as director of a bilingual
program, I believe my experiences in this field will be instructive
to other educators. I entered the field with a very positive atti-
tude toward this educational experiment and gradually became more
critical of the basic idea in theory and practice. I have attended
enough workshops, training sessions, and seminars with colleagues
throughout the state to be certain that my experiences are not
unique, but truly representative.
Of the 141 students whom I instructed from 1974 - 1979, 62
were newly arrived from Puerto Rico, Central America, Europe, and
Asia. The others were born on the United States mainland and al-
though they arrived at school limited- or non-English speaking,
their involvement in bilingual programs had lasted anywhere from
one to six year when they arrived in my fifth and sixth grade class-
room. The total number of students I instructed were as follows.
with language and ethnic backgrounds:
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Table 7. Distribution by Language and Ethnicity
of Students Instructed by Author, 1974-1979.
Spanish Language German Greek Italian Vietnamese
Puerto
Rican
Costa
Rican
1974-1975 25
1975-1976 2 2 1
1976-1977 22 1 2 1
1977-1978 26 1 1
1978-1979 28
Source: Porter, 1982
The Spanish-speaking students had spent at least 70% of their school
day receiving instruction in L^ and the 30-45 minutes daily of ESL
lessons made little progress possible for all but the unusually mo-
tivated ones. As for the instruction in L^, the majority of these
students used a non-standard variety and considerable pre-reading
work had to be done in the phonological and lexical elements of the
L^. Families moved from city to city or from one neighborhood to
another several times in the period of one school year, due to
economic or personal problems and this further hindered the academic
progress that should have been taking place in any language.
As one, two, or three years go by and the achievement in L^ is
still not up to grade level, the remedy has been to prescribe con-
tinued efforts in L^ in the hope that at some future mythical moment
those L^ skills would be transferred to the second language in a
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very quick step. This simply does not happen. This program model
appears to produce not only semilingualism but semi-literacy as well.
Also, the students felt their linguistic isolation from their class-
mates and this resulted in a poor self-image rather than the self-
pride predicted by the mother tongue advocates.
For example, we were commanded not to give instruction in Eng-
lish in any content area until a student's second year in the pro-
gram, when mathematics would be the first subject taught in L^.
In the overwhelming number of cases I have observed and other teach-
ers have reported, students can be taught enough communicative
skills and mathematics vocabulary to be instructed through the
medium of English within one to two months, but this was frowned on
or expressly forbidden in at least two of the programs with which
I have been connected.
Bilingual programs have been criticized for hiring untrained
and unqualified personnel and the blame rests with the over-hasty
implementation of the law, at the beginning. The emphasis has been
on hiring staff with native language skills rather than teaching
credentials, on the theory that being a native speaker of a lan-
guage implies that one can teach any subject in that language.
The TBE Law clearly delineates bilingual teacher competen-
cies—not one word is mentioned as to who should do the second lan-
guage teaching part in this program. After ten years, certifica-
tion guidelines are finally being developed for teachers of English
as a second language, for possible adoption in 1982. Therefore,
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until now all the focus has been on the part of the program—hir-
ing qualified personnel, writing curriculum, developing materials,
etc.,—and the major part of the program, the means by which the
transition to was to be achieved, has been left to chance.
Even the requirement that bilingual teachers actually ^ bilin-
gual has been circumvented. The Foreign Service examination for
oral and written proficiency in a native language and in English was
administered to teacher candidates for bilingual certification at
the beginning. However, this process was modified after a few years
and at least one teacher certification board administered tests only
in Spanish and concentrated only on elements of Puerto Rican culture
and history.
The intent not to recruit any but native speakers at the ex-
pense of all other skills, for they would best "relate" to the
students, has been openly stated at meetings of program administra-
ors. With all due respect to the many excellent teachers of various
linguistic and cultural backgrounds I have worked with in Massachu-
setts, the idea that only a Puerto Rican person can teach Puerto
Rican children, only a Cuban can teach Cuban children, etc. owes
more to politics than to pedagogy.
Community aspirations . Parental attitudes toward the TBE
program reveal a gap between their desires and what mother tongue
teaching advocates proclaim to be community priorities. Every
year that I gave bilingual instruction, I held two personal inter-
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views with the family of each student to discuss linguistic, aca-
demic and social development of the child. When necessary, the
conference was held in the home if the parents were unable to visit
the school.
Inevitably we would discuss the parents’ aspirations for their
children and how they felt the school was helping the children de-
velop the kind of skills they would need in later life. In every
case, the parents confided their reliance on the school to provide
the necessary second language skills for the possibility of upward
mobility in United States society. There were, among these parents,
all levels of educational attainment from illiterate to well-educated,
yet their concerns were the same—an absolute belief in the necessity
for the school program to concentrate on the second language. For
the Spanish-speaking parents there was a benign tolerance for the
part of the program—they were all contented to see a small part of
the instruction conducted in Spanish, provided the emphasis remained
on English skills. They liked the idea that bilingual education
would allow their children to keep communicating in Spanish within
the family while also permitting the increasingly English proficient
child to act as interpreter in any transactions outside the home.
This is the mixture of development that the families wanted
from the bilingual program. Ironically, if the instruction had
succeeded to a greater degree, it would have introduced another oc-
casion for alienation between child and parent the child using a
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dialect unfamiliar and of higher prestige than that used by the
parents.
I have found the same attitudes to be prevalent in another
community where there are 22 minority languages represented among the
school population, with the largest groups being Italian, Chinese
and Spanish speakers. As director of bilingual education, I have
met with parent groups several times each year to obtain their advice
and cooperation in program planning. The Spanish speaking community
expressed the least support for the bilingual program, preferring
their children to have total immersion in English at school and
giving attention to the maintenance at home. The Chinese commu-
nity presented a petition to the state TBE Department asking that
the Mandarin language part of the bilingual program take up no more
than 20% of the total instructional time. The desire to maintain
Mandarin language skills outside of school is evidenced by the
voluntary Sunday Mandarin Language School available to residents
of this city.. Among the Italian community there is a strong inter-
est in maintenance and such a program has existed, from grades
K-12 for the past eight years. However, this, too, is subsidiary
to the dictum that mastery of English must take place first.
If, then, the TBE model is not achieving its primary goal of
producing successful outcomes for minority language students in
second language acquisition, and it is not facilitating grade level
competency for these students because the process delays rather than
accelerates cognitive development, it is legitimate to consider
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alternative designs. The TBE model fails on the theoretical level
because it ignores the most basic rules of second language learn-
ing: that instruction should be started as early as possible, with
as much exposure as possible to the second language in formal and
informal situations and the richest possible language environment.
Delaying the introduction of almost ensures a less effective
acquisition process. This model also Ignores another well known
fact of cognitive development—that children learn best in the
process of doing. Concepts can be taught in 1
,^
by using simplified
language and modified texts much earlier than bilingual education
advocates would have us believe. This will be discussed in the next
chapter. On the practical level it has failed because it has been
implemented principally as a mother tongue program with little atten-
tion given to the crucial transition to English. This is not
surprising when one realizes that all the emphasis on the federal
and state levels, all the funding for staff training, materials
development, curriculum design, and research has been placed on
L^. Other program designs for minority language students are being
considered and the Fairfax County Public Schools ESL Program is one
that is achieving great and public success.
Fairfax County, Virginia ESL program . On January 1, 1981 the Office
of Civil Rights delivered a decision, after five years of investi-
gation, that the Fairfax County, Virginia .Public Schools ESL Program
could legitimately continue providing instruction to minority Ian-
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guage students only in English without in any way violating their
^^iS^ts. This was a landmark decision since the Fairfax pro-
gram does not include any mother tongue instruction for its 3,000
students from 50 different language backgrounds. The Fairfax pro-
gram has demonstrated, to the satisfaction of the Office of Civil
Rights, which is responsible for enforcing the LAU guidelines, that
minority language children with little or no English proficiency can,
within one to two years at most, become mainstreamed into regular
classrooms with grade level skills. They have documented each
student's rate of progress from entry to exit from the ESL program
with standardized tests (California Achievement Tests, SRA)
,
and they
also monitor the students' performance after mainstreaming for a
period of time to detect any problems that may develop.
The main features of this model are an early identification and
assessment process for correct placement of students; well-trained
staff who are not only certified at their particular level of teach-
ing in the regular curriculum (i.e., elementary, secondary English,
math, science) but also have training in linguistics; a well-develop-
ed curriculum in language teaching, closely coordinated with the
regular school curriculum; interpreters, and teacher aides, and
counselling staff with communication skills in the languages of the
students
.
When I interviewed Esther Elsenhower, coordinator of the Fairfax
program in April after visiting some of the classrooms and examining
the language teaching materials they have produced, she stated that
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the main features of the program could be used in any school system
where minority language children are being educated. It could be
part of a bilingual program, with maintenance added on. But its
main thrust is the work of providing second language skills and the
students emerge with reading scores in English above the 50^^ per-
centile, which compares favorably on the national level with native
speakers. She also set the record straight on the complaint against
Fairfax frequently voiced by bilingual educators that the children
there are all the children of wealthy diplomats and therefore they
can achieve such academic results. According to Mrs. Eisenhower,
62% of their minority language students are eligible for the free
lunch program, an indication that their families have very low in-
comes. It would appear that this ESL program can meet the needs of
children from various linguistic and economic backgrounds.
The value for me in visiting Fairfax and investigating their
program first hand, was in seeing a confirmation of the workability
of some of the concepts of second language instruction that I have
been developing over the years.
Conclusion . A consideration of all the characteristics of the
different models was a necessary preliminary step for planning a
language teaching program. Taken together with my own bilingual
teaching experience and research activities in language teaching
theory and practice, the foundations are in place for building a
slightly different structure.
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In describing the various models I have already summarized
their strenghts and weaknesses. None of them contains all the
elements I believe to be necessary for the education of minority
language students. The model I propose is fully described in the
next chapter.
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CHAPTER III
A STRUCTURED IMMERSION BILINGUAL PROGRAM
FOR TEACHING ENGLISH AS A SECOND LANGUAGE
Introduction
The program model I present is designed to facilitate the
acquisition of English language skills for minority language child-
ren entering an American public school system. The primary goal of
this program is the integration of these students into the mainstream
classroom for instruction with their native English speaking peers.
The home language will be used as a secondary but not as the initial
medium of instruction. It will be employed for supportive purposes
in the early months of the child’s entry into the program; for coun-
selling; for conferences with parents, school principals and other
classroom teachers; for language and culture enrichment classes,
which will be available on a selective basis.
Fundamentally, if the intent of bilingual education laws
the learning of English skills for access to a full educational pro-
gram, and the research in applied linguistics indicates very strongly
that the best way to achieve this is to have as much exposure to the
second language as possible—with a planned, structured, language
environment— then it must follow that the best design for language
learning is some form of immersion plan. It simply makes sense that
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schools concentrate immediately on the business of teaching the
second language immediately, systematically and with all the re-
sources of staff and materials to make successful outcomes possible
for the greatest number of students. The best elements of all the
models described in the last chapter can be combined to produce a
system that accomodates children of various languages, different
socioeconomic backgrounds, abilities and educational potential.
With the entry of so many new groups from the Caribbean, South-
east Asia, Central Europe and the Middle East, very few school sys-
tems still have bilingual programs catering to only one or two lan-
guage groups. Rather than struggling to implement full bilingual
programs for every language group, it is possible to conduct an
effective second language program with the flexibility of selective
mother tongue Instruction predicated on local conditions and indi-
vidual community aspirations.
Another fundamental concern that underlies program planning is
the multicultural aspect of the population. Addressing the needs of
such a variety of ethnic backgrounds can be skillfully handled to
coordinate with the multicultural backgrounds of the native American
students. There is the occasion, in multicultural education, for
crGating a bond between the linguistically different student learn-
ing about the elements of the majority culture, and the English lan-
guage dominant student whose own ethnicity can be studied and compared
with others to make him more sensitive to cultural similarities and
differences. The second language can be the positive force for
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integration and accessibility, while the various cultural and
ethnic differences treated intelligently in the classroom will
foster greater self-respect and positive motivation. The cultural
component is a feature of the program that is to be addressed by
different strategies suitable to the different age and grade levels.
Because the existing research on bilingual education results
available on programs in the United States has so far not demon-
strated any clear advantages for the "vernacular advantage" premise,
this program model is worthy of consideration. When I assumed the
directorship of an existing bilingual education program, I found the
opportunity to effect changes in program design. A supportive admin-
istration and school board gave me the necessary approval to develop
and install an innovative plan.
The population for which I developed this plan is not unique or
exotic, except in some minor ways. In a student population of
12,000 city wide, there are approximately 400 minority language
students from 22 language backgrounds, with the major language groups
being Italian, Mandarin Chinese, Spanish, Vietnamese and Hebrew.
They are almost equally divided among three socioeconomic groupings,
refugee children from low income or publicly assisted families, many
with gaps of several years in their schooling; first and second
generation children of low income immigrant families who retain
their mother tongue in their homes; children of visiting professors
and businessmen of middle and upper incomes. A program that
pro-
vides successfully for such a disparate group of children
should have
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some generalizability to other communities.
The elements of the different approaches to bilingual educa-
tion which I incorporated into this model are:
1. Multi-cultural recognition and some mother tongue main-
tenance from the TBE model,
2. Second language as first medium of instruction from the
Canadian immersion models,
3. Strong staff training in applied and socio—linguistics
from the ESL model.
But none of these models appeared to meet all the needs I per-
ceived because:
1. The TBE model does not provide sufficient opportunities
for effective second language acquisition, lacking the
professional ESL staff and focused disproportionately on
instruction.
2. The Canadian immersion model promotes full bilingualism,
which is ideal and workable in a bilingual country but
not suitable in a linguistically heterogeneous country
such as ours.
3. The ESL model comes near to meeting all the conditions but
does nothing for the home language, thereby wasting a
valuable resource.
The main design features of my program which will be described
in detail are:
1. Central screening procedures for identification, assessment.
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and placement of students—elementary and secondary
2. Bilingual/ESL centers—elementary and secondary
3. Grouping for instruction by age, language proficiency and
ability levels—elementary and secondary
4. Classroom management— the ESL Resource Room
5. Curriculum objectives—elementary and secondary
6. Professional staff qualifications
7. Auxiliary staff—teacher aides, counsellors, psychologists,
volunteers
8. Special programs for pre—school, summer school, vocational
education and adult education
9. Program evaluation—accountability
Central Screening Procedures
The very first step in the registration of new students of
limited or non-English speaking proficiency is to be conducted in
one central office and not delegated to the office staff in each
school building. This first step is so important that it cannot be
emphasized too strongly. Without procedural guidelines that are
accepted and followed by all school personnel, a chaotic situation
develops between the time a new student arrives and the time, days
or weeks later, when that student is identified, tested and placed
in the suitable educational situation that responds to his particu-
lar background and ability level in all respects.
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The following series of steps constitutes a procedure that is
in place and working very well.
1. Entry procedures for students whose first language is not
English—elementary schools:
a) Identification: Registration at the Attendance Office
and Bilingual Department Office.
(1) Documents examined
(2) Parents interviewed—language dominance of stu-
dents is established
(3) Bilingual program described to parents
(4) School placement cleared with principals of
appropriate schools
(5) Grade and school placement determined
(6) Biographical data sheet prepared, one copy kept
in Bilingual Office; one copy sent to receiving
school
b) Assessment: Student enters appropriate school and is:
(1) Assigned to a homeroom
(2) Observed by his teacher for language use
(3) Tested by a bilingual teacher for language
dominance and English proficiency within three
days of arrival
(4) Scheduled for instruction, planning being done
by the bilingual teacher and classroom teacher
together
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c) Placement and record keeping:
(1) Letter sent to parents by principal advising
of placement in Bilingual Program, with parent
approval in writing requested
(2) Record card is started by bilingual teacher show-
ing date of entry into TBE program; criteria on
which bilingual education is recommended. Card
is kept in student’s cumulative folder and
entries are recorded, at the end of each year,
of test data and reading texts used
(3) Information on student progress is reported to
parents, on regular progress report form, in
the home language, when necessary
A biographical data sheet containing the following information
is prepared and sent to the receiving school.
98
Student Registration and Referral Data
Biographical Data
Student Name Date of Birth / /
Mo. Day Year
Address
Telephone Number Sex /
M F
Parent/Guardian/Sponsor Name
Length of Time in U.S.
Address Previous School
Telephone Number Attended from to
Grade
Type of Document Number
Visa, Passport, etc.
Expiration Date Document Examined by
Medical Data
Medical forms examined by Date
School Nurse
Approved Not Approved
To complete student registration, the following is necessary:
99
Language Data
Primary Language Other Languages Spoken
Tested by ESL Teacher Date
Test Used Score Level
English Language Proficiency: None - Beginner
Limited - Intermediate
Not Limited - Advanced
Recommendations of ESL Teacher
Placement in periods of ESL daily
Placement in the following courses:
An academic record card is started for each new student on
which information is maintained for the permanent folder. It is
updated periodically.
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Bilingual Student Record
Name Birthdate
Place of Birth Home Language
School Grade Date Entered / /
Identification:
Interviewed by Date
Tests:
Language Dominance Date Score/Level
English Proficiency Date Score/Level
Placement in TBE Program: Date
Cognitive Assessment - Yearly Evaluation:
Tests: Date Score/Level
Date Score/Level
Date Score/Level
Exit from TBE Program :
Recommended by Date
Date
Criteria - Language Test Date
Score/Level
Other
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Unless there is a central place and a consistent plan for
evaluating students for placement, the opportunities
for error are many. This makes a new student's school adjustment
more difficult that it needs to be. In the past I have witnessed
the placement of students in a bilingual program because their
last name was Hispanic; arbitrary decisions to include or exclude
students, made by school personnel without sufficient understanding
of minority language students' needs; placement according to parent
evaluation of their children's language proficiency, etc. In all
cases where uninformed judgments prevail, there will have to be
much more effort invested in correcting unsuitable placements, once
the student's problems begin to emerge. It may take some time and
public relations efforts to earn the acceptance and cooperation of
school personnel in following these procedures but it is important
to achieve this as quickly as possible.
Bilingual education is a voluntary program, subject to parent
approval. Children may not be enrolled in this program without
parental consent, and may also be removed from it on written demand.
Sometimes new families will ask that their children be placed in
a regular classroom and not be given any special help, because they
will easily "make it.” When the bilingual program is explained to
them fully, most parents choose to accept it. In my first year as
program director, before a central registration process had been
implemented, there were a number of messages from school principals
who registered limited English speaking students, stating that the
children's parents felt that no special help was needed. But within
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a few weeks, they were calling me to say that severe problems had
developed as the students were not learning English quickly enough
to have any idea of the classroom instruction in that language. This
past fall, September 1981, I personally interviewed every family and
registered 115 new students. Every parent understood the character-
istics of the bilingual program and all but two families agreed to
this placement.
After interviewing the child and family and determining lan-
guage dominance, either through the interview or by means of a lan-
guage dominance test, the evaluation of English proficiency must be
done. Certain categories are easily established, for instance, the
language dominance of a child who has no English language skills at
all does not require testing but will be evident from the initial
interview. Nor will that child need an English proficiency test to
prove that no English skills are present. That student is labelled
as a beginner and is placed accordingly.
When the family brings documents from the previous school of
whatever country, these are valuable in determining the student's
achievement level in his own language. In the case of refugee child-
ren who arrive without documents and who may have missed several
years of schooling, it is necessary to establish what the child's
minimum competencies are in reading and writing in his own language
and the level of mathematical skills. This is especially difficult
when tests are not available in some of the low-incidence languages
such as Farsi (Iran), Pushtu (Afghanistan) etc.
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Students are placed in regular classrooms with other children
of the same age, within a one to two year span. Every effort is
made to place students in a school and classroom situation that la
best suited to the Individual's educational and social needs. Wheth-
er this will be a neighborhood school or an out-of-dlstrlct place-
ment, depends on the size of the city and the size of the minority
language population.
Interpretors are necessary for helping the interviewer and for
helping administer tests of math and reading skills, and translators
are needed for on-going communication between school and families.
A master list of qualified interpretors and translators should be
maintained for this purpose. It is not sufficient to rely on a
family friend or neighbor to fulfill this delicate role. When
there are many languages to contend with, the maintenance of an
active list requires a considerable effort. The search should en-
compass all school personnel, community volunteers, parents of
bilingual students, older students already exited from the bilin-
gual program, and foreign students enrolled in local colleges or
universities
.
At the secondary level, the registration procedures are basic-
ally the same but with the difference that course scheduling must
be done with the assistance of the school guidance department.
The entry procedures for students whose first language is not
English—secondary schools entry procedures follow on the next page.
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1. Entry procedures for students whose first language is not
English—secondary schools:
a) Identification: Registration at the Attendance Office
and Bilingual Office
(1) Documents examined
(2) Parents interviewed—language dominance of stu-
dent is established
(3) Bilingual program is described
(4) Grade and school placement determined
(5) Biographical data sheet prepared, one copy kept
in Bilingual Office, one copy sent to receiving
school
b) Assessment: Student enters district school and is:
(1) Interviewed by a guidance counsellor
(2) Tested by a bilingual teacher for language domin-
ance and English proficiency within one week of
arrival
(3) Scheduled for appropriate courses
c) Placement and record keeping:
(1) Letter sent to parents advising of placement in
Bilingual Program, with parent approval in
writing requested
(2) Record card is started by bilingual teacher
showing date of entry into TBE program; criteria
on which bilingual education is recommended.
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Card is kept in student's cumulative folder and
entries are recorded at the end of each year of
test data and reading texts used
(3) Information on student progress is reported to
parents in the home language, when necessary, on
regular progress report form
The above steps are followed when new students arrive during
the course of the school year. An enrollment process has been de-
signed for junior and senior high school students who arrive at the
beginning of the school year and it is as follows:
1. A registration day for each secondary school is designated,
one week before schools open
2. All new students for those particular schools are scheduled
for a half hour appointment on that day
3. School Guidance Counsellors, Bilingual Coordinator, Attend-
ance Officer, and interpreters set up a registration center
4. Students have their documents examined, are interviewed
for language dominance and English proficiency and are
counselled on the most suitable schedule of courses
5. Students are invited to a day of new student orientation
activities, before schools open. The bilingual or ESL
teacher located in that school will guide the orientation
By using this procedure, new students are very well served as far
as completing the necessary paperwork and they are also slightly
acquainted with their new school and some of the staff before enter-
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ing the somewhat daunting American high school scene.
Bilingual/ESL Centers
1^^ with large concentrations of minority language students,
each elementary school may be organized for bilingual instruction.
In places where these students are scattered, a few in each school
district, it is necessary to designate certain schools that are
strategically located, as bilingual center schools and provide trans-
portation for the students for the one or two years required for
second language competency to be achieved. Later the students will
attend thei neighborhood schools. This holds true for secondary as
well as elementary schools. Enough students should be gathered for
instruction so as to avoid the wasteful practice of sending itiner-
ant teachers to give short tutoring sessions. For children, second
language learning is best done in group lessons where as much peer
interaction as possible is provided.
If there is a magnet program in the city, it would be a worth-
while plan to locate the bilingual centers in the magnet schools.
Whenever there is an occasion to identify the bilingual program as
enrichment and not as a remedial or compensatory program, the op-
portunity should be seized.
According to the mix of languages and the number of speakers
of those languages in each particular city, the center schools at
the elementary level may be of two types. One type may house one
language group, with a bilingual teacher to provide orientation in
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the mother tongue and ESL instruction. Another type would be a
purely ESL center
,
if there are many low incidence languages re~
presented, with an ESL teacher and some teacher aides who are na-
tive speakers.
When I designate a person as a bilingual teacher I mean it in
the true sense of the word, that is, a qualified, certified teacher
who is capable of giving instruction in English and one other lan-
guage. In this program model all bilingual teachers are also
trained in ESL theory and methodology, in addition to the afore-
mentioned qualifications. This is described more fully in the appro-
priate section.
One bilingual teacher or one ESL teacher, with aides to assist,
is responsible for providing instruction in all language skills for
up to 25 students in an elementary school. Classroom management
will be explained in a later section. The organization of the
bilingual instruction is along the lines of a resource center. Ac-
cording to English language skills, students are classified beginners,
intermediate or advanced. Grouping for instruction follows that
classification and the student’s age.
Two types of center school programs are suggested according to
the linguistic distribution in the area, a bilingual support model
or an ESL model. In schools or cities where there are large enough
groups of children from the same language background, the profession-
al staff will be certified in the native language as well as having
ESL training. Students receive orientation in their home language
108
and minimal support in content areas. Second language instruction
is the major focus from the beginning, but just enough native lan-
guage will be used in the first few months to facilitate the learn-
mg of concepts. This is especially useful for the upper elementary
students and secondary students who are expected to cover much more
academic content and are in greater danger of falling behind. This
transitional support allows for continuity in the student’s academic
progress. It builds on the factual knowledge already acquired in
using as the medium of instruction selectively and with decreasing
frequency.
Elements of the student's culture are included in the planning
of all lessons and a continuing effort is made to coordinate this
with classroom teachers by providing them information regularly. As
important as it is for new students to gain a balanced understanding
of the dominant culture through their school experiences, it is just
as important that students of the dominant culture be taught about
the different cultural backgrounds of their classmates. The daily
contact in regular classrooms is important as are the planned acti-
vities of bilingual and classroom teachers to promote cross-cultural
understanding.
Where a large number of students from the same language back-
ground exists, there is the potential for maintenance. The plan
for this activity follows these stages:
1. Use of in orientation, extensively during the first
few days
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2. Use of for content teaching, as long as necessary, but
generally not exceeding 6 months
3. Use of for language maintenance, 1-3 periods per week,
throughout elementary school years
This is a valuable characteristic of the structured immersion
model that is not generally included in immersion programs. It is
a feature that may be difficult to promote in times of very tight
budgets, but is well worth fighting for. To neglect the home lan-
guage skills which students already possess is to waste a potential
resource. But, automatically assuming that every minority language
student must become fully bilingual and achieve biliteracy is un-
realistic. I believe the model I am describing is flexible in this
respect, providing first for the second language learning that will
make the students bilingual (for they already are monolingual speak-
ers of one language when they come to school) and secondly allowing
for the development of literacy in the for those students who
have the aptitude and motivation to do so.
We are providing enrichment classes in the major languages
of Italian, Spanish and Mandarin Chinese, and inclusion in these
classes is decided by agreement between the parents, bilingual teach-
er and classroom teacher. Bilingual parents have made a strong
commitment to this arrangement as they have stated that they wish
to see the home language maintained until the junior high school
years, when the students can then elect to continue language study
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through regular foreign language classes.
Where the minority language students represent several low-
incidence languages, the use of is not a reasonable option. In
that case, an ESL only model can be implemented. Students, again,
are placed in regular classrooms by age and are scheduled for 1-3
hours daily in the ESL resource classroom. On arriving in the new
school, the student may spend most of the first few days in the ESL
resource room for orientation. This is an important function of the
minority language program that should not be left to the regular
classroom teacher. The ESL teacher provides the new student with
survival vocabulary and communication skills in the L^; helps him
become acquainted with other minority language students in the group
who are sharing his experience; acquaints the student with classroom
procedures; takes the student on an exploratory tour of the school,
taking sufficient time to promote as much comprehension as possible
of the different areas, and their labels, i.e., bathrooms, library,
gym, office, etc. Such a simple expedient as having small, color-
ful placards on the different parts of the school, labelling the
areas in all the languages of the students serves two purposes: basic
information for non-English proficient children, and promoting
awareness among all students of the multicultural nature of the
school population.
Instruction in ESL will be provided 1-3^1 hours daily, depending
on age and proficiency levels. A recommended schedule of the hours,
to be alloted to each group is as follows:
Ill
Grade Beginners Intermediate Advanced
K 25 minutes daily 25 minutes 3 times a week
1 1^ hour daily lij hour daily 1 hour daily
2 23/4 hours dally 2 3/4 hours daily
3 23/4 hours daily 2 3/4 hours daily
1 hour daily
1 hour daily
4 3h hours daily 3h hours daily
5 3h hours daily 3h hours daily
6 3h hours daily 3h hours daily
1 hour daily
1 hour dally
1 hour daily
Students in the lower grades will be exposed to some language
arts activities in their regular classrooms, in addition to art,
music, physical education, recreation and meal times. In the upper
grades where subject matter instruction is more accelerated, students
spend more time in the ESL resource room where science, mathematics
and social studies units will be part of the ESL curriculum. They
will have the integrative experiences in their regular classrooms
of taking part in art, music, phycical education and sharing meal-
times. Each student's capacity to handle grade level Instruction
in each subject will determine when that student's schedule is to
be modified to allow him to work in a mainstream classroom group.
When students are judged capable of performing classroom work
without special support at their grade level, then they no longer
need the services of this ESL program. Various indicators are
referred to in making this judgement:
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1. Test data - reading and language skills
2. Academic performance
3. ESL teacher recommendation
4. Classroom teacher recommendation
The bottom line should be that any student exit the program
if he has developed the skills sufficiently so that he can be
included in a pre-existing reading group in the mainstream class-
room. Student progress should be monitored for the following year
so that ESL support could be reinstated if necessary.
On the secondary level the basic schedule recommended for
limited English proficient students, with additions to allow for
individual circumstances, is as follows:
NEP (Non-English Proficient)
1. 2 or 3 Blocks of English as a Second Language
2. 1 Basic Math (a native language tutor will help in
math class, so students should be grouped in one class
in the fall semester)
3. 1 Physical Education (No waiver of physical education
should be given except for physical reasons. This is
an excellent opportunity for social integration and
language development in an informal setting)
4. 1 Period in an art, craft, or music class
LEP (Limited English Proficient)
1. 2 Blocks of English as a Second Language (to be reduced
to 1 in the second semester)
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2. 1 Math (according to skill of student)
3. 1 Physical Education
4. 1 Social Studies Tutorial (small group instruction in
American History, possibly with the help of a native
language tutor
These are very tentative models. The variables that we must con-
sider are the educational background of each student in his native
land and the years lost by refugee students, in addition to the
different learning styles and abilities, and problems of adjustment.
In the past, one of the major problems for high school students
of limited English was that frequently they were scheduled for in-
appropriate courses by uninformed guidance counsellors. Students
with no English language skills were placed in advanced science or
math courses or remedial English classes for the emotionally dis-
turbed, and other such gross misplacements. Having coordinated the
efforts so that language data is obtained before course selection
is done makes for a more effective process—to the students' benefit.
One bilingual or ESL teacher can deliver English language in-
struction in all four skill areas—listening, speaking, reading and
writing— for up to 25 students. Native language aides are essential
for consistency in academic learning during the transitional period
and also for doing remedial work in basic mathematics, science and
social studies for non-literate students and for refugee students
who have missed some years of schooling.
maintenance is promoted by cooperation with the foreign Ian-
guage department. Whenever possible, students are encouraged to
register for an advanced level literature course in their (if
the language is taught in the particular high school). Another
possibility is that the bilingual department offer an advanced
course in the language and literature, when there are sufficient
numbers of students to warrant it.
During the first year of this transitional program some
support is helpful and the recommended way to provide it is for
native speaking teacher aides, working under the direction of the
classroom teachers and the ESL teacher, to reinforce the content
teaching. However, a successful secondary school program can be
carried out without it. It can be done with a good ESL teacher
using suitable methods and materials and a schedule that allows a
heavy concentration on second language instruction. The content of
the ESL classes will be drawn from the high school curriculum and
not be only grammar-based.
Flexible instruction time is essential. A full time ESL
teacher will have at least one block set aside for individual
tutoring of intermediate or advanced students. This is where the
structured immersion program becomes personalized to adapt to each
student's needs. As each student develops sufficient language
skills to participate in a class in science or history, or an
elective course, the ESL teacher is a resource for helping him
achieve mastery of the content by simplifying the written discourse
in that discipline. This technique is the basis for the current
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vogue called ESP or EST (English for Special Purposes; English for
Science and Technology). Rather than translating all high school
curriculum into the students' home languages, this approach is not
only feasible but ultimately of more practical value. For, after
all, to deliver biology or chemistry instruction in Vietnamese or
Spanish might have short term benefits, but there would still have
to be a further ability developed to demonstrate knowledge of science
in English at a later time, in pursuing further course work or high-
er education, or a job. Therefore, it is more efficient to concen-
trate on the second language learning even at the cost of delaying
some content work for one semester.
Cultural elements will be included in the planning of the second-
ary curriculum and special programs of extra curricular activities
will be implemented to help integrate the students into the life of
the school and to make native speakers aware of these students in
some very positive ways. These programs will be described in a la-
ter section.
Grouping for Instruction
All new students are classified in three categories of English
proficiency, based on data collected in the interview, documents,
and language test. A fairly good instrument for testing listening,
speaking, reading and writing skills in English for Kindergarten
through twelfth grade levels is the Language Assessment Battery,
published by the Houghton-Mif f lin Company. This instrument was
116
developed for, and normed on, minority language students in urban
public school settings. It is a good, rough indicator of English
language skills, but a diagnostic instrument. There are many other
English proficiency tests on the market, but I cannot recommend any
others as being superior.
At the secondary level the Diagnostic Test for Students of Eng-
lish as a Second Language, written by A. L. Davis and published by
McGraw-Hill, is useful for students' reading and writing skills in
English to determine entry level competencies. The three basic
categories are beginner, intermediate and advanced, and they cor-
respond to the following characteristics:
1. Beginner: The student has little or no English proficiency.
Intensive ESL in all four areas is recommended.
2. Intermediate: The student has some proficiency in under-
standing and speaking English, but little or no reading or
writing skills. Intensive ESL in all four areas is recom-
mended .
3. Advanced: The student is fairly proficient in understanding
and speaking English, but is still limited in reading and
writing skills. Some students may arrive with good reading
and writing skills, but very little proficiency in spoken
English. In either case, some ESL instruction is recommend-
ed for improving necessary skills.
The recommended instruction for elementary school students should
adhere to the following pattern:
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1. Kindergarten: Since the regular kindergarten program is
devoted in large part to language arts, a daily ESL lesson
of 25 minutes of small group instruction will suffice. In
the first few weeks of school, the may be used to facili-
tate school adjustment and to help teach basic concepts,
such as colors, shapes, numbers, etc.
2. Grade 1: All ESL students are given a 1^ block of ESL which
includes oral language development, reading, and writing.
Where bilingual/ESL teachers are present, a further 45 min-
ute period of instruction may be offered in the L^ to sup-
port content area teaching.
3. Grades 2-3:
a) Beginner and intermediate ESL students receive two hours
of language arts, reading, writing, spelling, and hand-
writing daily. An additional 45 minute period for each
grade is provided to support content area classes. Where
bilingual staff is employed, this instruction may be
conducted in the L^ of the students, on a gradually de-
creasing basis.
b) Advanced students: One hour of small group, individual-
ized instruction daily, concentrating on reading and
writing skills and supporting content area.
4. Grades 4-6:
a) Beginner and intermediate ESL students: Two and a half
hours daily of language arts, reading, composition.
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spelling, and handwriting. An additional hour of
instruction for supporting content area classes is
provided for each grade level. Where bilingual staff
is employed, this instruction may be conducted in the
of the students, on a gradually decreasing basis,
b) Advanced students: One hour of small group, individual-
ized instruction daily, concentrating on reading and
writing skills and supporting content area.
The ESL teachers will form instructional groups across grade
levels, gathering beginners together from two or three grades for
all the language teaching areas. Then students will be given the
additional time for addressing the content areas particular to their
grade so that they are following their own school curriculum as
closely as possible. As they develop the skill- to successfully
participate in the content area lessons, they are mainstreamed for
that subject. It is important to have this kind of flexibility
because language skills develop at different rates in different
children and there are also periods of rapid progress and plateaus
within the same child. So it is best to preserve the individualized
aspect of the program by not having set times for mainstreaming
students in each subject, but by keying the move to the readiness
of each student, at appropriate times during the school year. It
could be effected at the beginning of a new report period, for
instance, or when a new unit of study is beginning.
119
At the secondary level, students classified as beginnerw will
be scheduled for three periods of ESL daily, which will provide an
accelerated course in all four language skills. Intermediate level
students will be in two ESL periods daily for the same program of
instruction. Advanced level students will take one period of ESL
daily and the concentration will be on writing style and critical
approaches to literature. Grouping for instruction will be entire-
ly related to proficiency levels and not to grade level or age.
Classroom Management: The ESL Resource Room
A classroom capable of accomodating an average of twenty stu-
dents working in up to four small groups should be established as
the locus for ESL instruction. The classroom is organized into
learning areas and instruction will take place concurrently for
different ability levels. A great deal of planning is needed to
make all the activities proceed smoothly with a minimum of wasted
effort. Because I have organized and delivered instruction in such
a manner myself, and I have visited similar classrooms in other
locations, I can confidently propose this system to my colleagues.
In order to provide the best physical set-up, all the equipment
found in a regular classroom should be available. With as many as
possible of the following additional items:
1. Room dividers in the form of double chalkboards or bulletin
boards
2. Listening stations with three carrels for language lab use
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3. Chart stands
4. Sink and stove, if possible
5. Audio-visual equipment such as tape recorders, phonograph,
individual film strip projectors, movie projector, over-
head projector
6. Learning machines such as Language Master, Systems 80 Pro-
grammed Learing Machines, Audio-Vox computer terminals
7. Movable chairs, desks, or tables for regrouping
There must be enough space for several small groups to have
individual lessons. Four to five foot tall dividers that are either
chalk boards or bulletin boards serve to separate learning areas and
as the focus for visual materials on display. Movable furniture
is needed so that occasional re-grouping can take place for small
group lessons or whole group activities such as film viewing or sing-
ing and dancing. Setting up this kind of classroom requires above
average organizational skills and the capacity for teaching several
ability levels at the same time with confidence and control. One
teacher can, within the Ih - 2^ hour ESL block, give lessons in oral
language to one group and then assign them independent activities
in art, writing or linguage lab; move on to a second group and then
a third, following the same pattern. There must be prepared mate-
rials on hand for each activity—art supplies, work sheets, tapes,
language games, supplementary readers, etc. And these materials
must be so organized that they are accessible to students and kept
in good order.
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In the first week of school, in addition to helping students
become oriented to their new school and teaching them survival
English skills, a concerted effort must be made to train them in
classroom procedures. In due course, they are also instructed in
the use of the various mechanical learning aids in the classroom.
The time spent in these preliminary activities is not wasted as it
lays the groundwork for the diversified learning possibilities in
an orderly and creative environment. This kind of system also
teaches self-reliance and allows students to take responsibility
for their own achievement.
Pacing is important in this type of teaching routine. Activ-
ities must be structured so that oral lessons alternate with quiet
reading or composition, so that physical activities such as dancing,
dramatizing situations, singing, etc. alternate with language lab
or film viewing, so that whole group activities alternate with
small group lessons or independent work.
Even though students from two or three grade levels may be
clustered together as beginners, they will soon develop a sense of
camaraderie as they work together and begin to experience success in
communicating with each other and with other peers and adults. When
new students arrive during the school year, as they inevitable do,
they will find an established ambience o- academic and social fun-
tions. They will not only be welcomed by the ESL teacher, but they
will be assisted by the ESL students who will derive personal pride
from this helping role.
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The classroom must be filled with visual materials, from
bulletin board displays to mobiles, charts, wall hangings, etc.
As much as possible, labels should be attached to classroom equip-
ment and other items in the room. Student work should be displayed
constantly and all displays should be changed frequently. Everything
in the learning environment can be an occasion for motivating lan-
guage learning and the richer the environment, the better.
If there is a sink and stove in the classroom, then the teach-
er is fortunate indeed for among the most successful ESL lessons are
those involving cooking, flowers and vegetable growing, papier mache
making, and science experiments. Otherwise, it is possible to use
a hot plate or small electric oven and the children's lavatory for
wash up. Cooking lessons have been some of the most popular units
in my ESL class. With good planning, they can develop not only read-
ing, writing and verbal language skills, but teach sequential patterns,
nutrition, cultural traits, table manners, and safety in the home.
The only restrictions on what can be accomplished in a mult-
level ESL classroom are the ingenuity of the teacher and the physical
limitations of space or resources.
Curriculum Objectives—Elementary and Secondary
A sequential, structured ordering of language skills to be
mastered at each of the three levels identified in the last section
provides the master plan for ESL instruction. Without a guide of this
sort, which should be developed and agreed upon by the teaching
staff.
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there will be very uneven results—sometimes excellent, sometimes
mediocre
.
Bearing in mind that the ultimate goal is to teach communica-
tion and not just the memorizing of verb conjugations or a list of
vocabulary words, I have formulated a hierarchy of objectives for
beginner, intermediate and advanced levels. This is certainly not
a totally original concept or definition of goals for, in my years
of teaching and research, I have examined the ESL curricula of many
school systems in this country and in Europe. I believe it can
be useful as the basic teaching plan, the point of departure, beyond
which many more learning experiences will be provided. The curricu-
lum model for all ESL instruction can be adapted to elementary or
secondary level students. Older students will be given expanded op-
portunities to practice each unit with more complex grammatical
patterns and with texts and materials suitable to their age and
academic level. Younger students will work on the same objectives
with simpler grammar and appropriate materials. Beginners should be
able to master adequately the following objectives. There is no
optimal time for the acquisition of the skills described. Depend-
ing on the age and prior experience of each student, it may take a
few weeks, a few months, or longer.
1. Beginner Objectives:
a) Ability to understand and respond to greetings and
information questions; acquire basic survival vocabulary
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b) Use words to identify objects and actions demonstrated
by the teacher
c) Follow simple one- or two-step oral directions
d) Respond to oral questions:
1) use a yes/no answer
2) Use a one-word answer
3) Use a short, simple answer
e) Ask questions orally to gain information
f) Interpret and use various concepts of time and weather:
1) Ordinal numbers
2) Morning, afternoon, evening, day, night
3) Calendar, including day of week, date, month and
year
4) Hours and half hours on the clock
5) Weather
g) Classify objects and pictures by one or more of the
following attributes:
1) color, number, shape, size, and function
h) Use the mechanics of written English:
1) Top-to-bottom, left-to-right orientation
2) Letters, words and sentences
i) Identify, name and write upper and lower case letters;
identify and name numerals (0-100) presented in random
order, and higher numbers for older students
125
j) Use the proper headings on assigned papers, including
name, month, day, year, and subject
k.) Identify written words already known in oral language,
using context, initial sounds, and word structure
(especially plural endings and tense markers)
l) Produce sentences orally and in writing following
the basic sentence patterns:
1) N + V
2) PN + V + N; N + V + N
3) N + Vbe + Adj ; P + Vbe + Adj
.
4) P/N + NV + N/Adj
.
5) N + V + Adj .
6) Question forms
7) Negative forms
m) Use capitalization and punctuation appropriate to grade
level
n) Follow simple written directions
o) Alphabetize, to the first- and second-letter, words
appropriate to student's instructional reading level
2. Intermediate Objectives:
a) Use synonyms, antonyms, and homonyms (homophones) orally
and in written form
b) Answer questions orally and/or in writing with specific
information from a selection read by the students or
the teacher, or presented in other media
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c) Use telephone book and telephone for personal and/or
emergency use, such as:
1) calling fire department
2) calling police
3) calling doctor
d) Continue to improve in conversation and composition:
1) Vary and refine word structure
2) Demonstrate appropriate intonation and stress
3) Modify sentence structure
e) Give simple one- or two- step directions, orally and in
written form
f) Divide familiar words into syllables using an accepted
method
g) Write a personal letter, an invitation, a thank you note,
a sympathy note, using a commonly accepted style. Ad-
dress an envelope to go with each
h) Recall sequence of events from stories heard or from
personal experiences
i) Sequence given sentences chronologically or conceptually
as appropriate
j) Explain what happened in the beginning, middle and
end of the story.
1) Explain complete subject and predicate
2) General format of a paper: introduction, body.
conclusion
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k) Identify the main idea in verbal or written discourse
l) Predict the outcomes of stories heard or presented
in different media
m) Change direct speech to indirect speech and do the
reverse
n) Write a story that tells who, what, when, where, why
and how, using logical organization
6) Determine the meaning of unfamiliar written words
using syntactic clues, such as letter sounds and
word structures (roots, affixes, and inflections)
and general context. Begin to recognize all parts of
speech
p) Write a business letter:
1) Include appropriate heading/greeting
2) Compose a two-or three sentence body explaining
who
,
what
,
when and where
3) Write a complimentary closing
q) Use title page, table of contents, chapter headings,
and glossary to find information
3. Advanced Objectives:
a) Receive and give verbal messages
b) Follow multi-step written and oral directions
c) Give multi-step oral and written directions
d) Identify and distinguish between main ideas and
details in material read
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e) Write directions using chronological order
f) Write a paragraph:
1) Use a topic sentence
2) Include supporting details
3) Have an appropriate concluding statement
g) Differentiate, between fact and opinions, and between
fantasy and reality in written or verbal discourse
h) Outline and write a short report to prove a statement,
support an idea/theme, or draw a conclusion
i) Summarize familiar material presented orally and/or in
writing
j) Draw conclusions from material presented orally and/or
in writing
k) Paraphrase specific information orally and/or in writing
l) Identify types of literature: drama, novel, poetry,
fiction, biography, story, essay
m) Understand and identify basic literary terms such as
setting, character, plot, protagonist, antagonist, first
person, third person, etc.
n) Reorganize the following organizational patterns in
familiar material:
1) cause and effect
2) chronological order
3) comparison and contrast
4) inductive or deductive
5) definition, and enumeration
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o) Interpret figurative language encountered in reading
material and/or literature presented orally
p) Give a speech:
1) Choose a topic
2) Outline main idea and supporting details
3) Plan an appropriate ending
q) Learn to proof read; self-correct written discourse;
learn elements of style
r) Become familiar with the format of standardized tests
A summer 1982 work project for my professional staff will be
the writing of materials, coordinating grammatical patterns, teach-
ing materials and strategies with the objectives for each level.
Professional Staff Qualifications
At the present time there is no certification requirement for
teachers of English as a Second Language in the Commonwealth of Massa-
chusettts, but guidelines are being developed for 1982 or later.
After reviewing the certification requirements in other states, it
is evident that certain qualifications are common to most. I pro-
pose the following criteria as the essential entry level skills for
ESL teaching. For staff already involved in ESL teaching, but lack-
ing the training, a period of three years should be allowed for
the completion of these requirements.
1. Elementary Teacher Certification at the appropriate level--
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early childhood, middle grades, etc.
2. Secondary Teacher Certification in English language arts or
reading
3. Teachers of all levels should have:
a) Nine credits in linguistics, including phonetics and
any two of the following: applied linguistics, socio-
linguistics, psycholinguistics, history of the English
language
b) Six credits in theory and methods of teaching reading:
developmental, diagnostic, or reading in the content
areas
c) Three credits in methods of teaching ESL
d) Bilingual competency is very desirable, but not
essential. Study of another language and its structure
is recommended.
4. ESL Teachers who are non-native speakers of English should
have:
a) Fluent command of English to near-native proficiency
and at least fifteen credits in the English language
and literature
No other single component of an instructional program is as
crucial to its success as the quality of the professional staff.
If every other element were well-planned—program, classroom set-
up, textbooks, audio-visual materials, etc.—and there were not a
competent teacher to execute the plans by delivering effective
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instruction, the program could not succeed. Teachers need to be not
only professionally trained to recognize and deal with linguistic and
cultural differences, but must have a combination of sensitivity
and tough-mindedness to provide the very best learning experience
for minority language children. These children are not brain-damaged
or basically incompetent because they have a language other than
English, and the teacher's attitude cannot be one of providing only
a safe, comfortable haven. Besides knowing one's job and being
actively concerned for each child's school adjustment, an ESL teacher
must be strongly task-oriented and be committed to the goal of get-
ting each student to function successfully as quickly as possible in
the world outside the ESL classroom.
Having said this, it may seem contradictory to also stress the
role of the ESL teacher as social worker and general factotum but
that, too, must be understood. Any professional who expects to
instruct a middle class group of children, all at the same ability
level, all neatly dressed, well-fed, scribbed and healthy and well-
cared for, should look elsewhere. Part of every teacher's duties
will certainly be to deal with many extraordinary extra-curricular
problems. In the process, communication between home and school is
more essential than is generally the case. This will require a great-
er expenditure of time and energy on the teacher's part.
The ESL teacher will need to develop a close working relation-
ship with other staff members and with administrators. Keeping in
close touch with the school curriculum being used in different grades
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and with the performance of minority language students in their
mainstream classrooms requires constant communications with school
personnel. Being a public relations resource for the bilingual
program is another role the teacher plays as there are always
educators who do not "understand" what is, or should be, done
for our students.
In-service training of bilingual/ESL teachers should be
conducted bi-monthly throughout the school year. Presentations
of new materials and texts, demonstrations of teaching methods
and information on developments in the field motivate and invig-
orate the teaching staff. At least one meeting should be held in
each bilingual/ESL classroom so that each teacher may demonstrate
visual aids or techniques developed locally. Specialists, book
publishers, etc. may be invited to conduct some of the workshops.
Summer workshops in curriculum and materials development are
essential for a lively, self-renewing program.
In this profession the responsibilities are great; the
qualifications are high; the financial rewards are certainly not
sufficient; but the personal satisfactions in the job itself are
outstanding.
Auxiliary and Support Staff
Teacher Aides are a valuable resource in the ESL classroom,
which can be a training ground for community parents. Whenever
possible, teaching assistants should be bilingual in any of the
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community languages and English. English language proficiency
need not be developed to a high degree but should be sufficient
for communicative purposes. Aides can serve instructional functions,
under the supervision of Bilingual/ESL teachers who must carefully
plan their activities. They are also a resource in communicating
with parents and serving as interpreters in interviewing and screen-
ing new students.
Aides may be employed for their native language skills alone,
or for their ability to tutor in English. In the latter case their
English skills in speech, reading and writing should be developed
sufficiently so that they can be good models for the students. Train-
ing aides to do small group lessons or individual tutoring, to use
audio-visual equipment, to conduct word games, etc. is the respon-
sibility of the Bilingual/ESL teacher. Some training of aides and
volunteers should be a regular part of the Bilingual Department's
in-service program.
In times of poor job opportunities for teachers, many profes-
sionally qualified people are taking jobs as teacher aides. This
gives the Bilingual Program a richer pool of resources in its
auxiliary staff and gives the teacher aides an opportunity to demon-
strate their competence when teaching jobs become available. It
is certainly not an equitable situation but it is a present reality.
Every community has or should develop a school volunteers'
organization to supplement the regular staff. A group may be
organized using the parents in the bilingual community as well as
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anywhere else. An excellent source of volunteers are the elder
members of a community who have retired from various jobs but
still want to be active in some worthwhile activity.
During the sixties and early seventies a number of social
changes and the ready funding of social programs converged to make
volunteer work seem demeaning and unacceptable. Lately, budget
cuts for education and a waning economy have restored the appeal
of volunteer workers and they are once more being sought out.
Two good rules to observe in Initiating a volunteer program
for minority language students:
1. In-service training should be provided to volunteers—at
least two or three sessions per year—to give them some
understanding of the children they will be serving and
the rationale of the instructional program, and to review
their experiences and recommendations at the end of the
year
.
2. Bilingual/ESL teachers should assume the responsibility of
planning what the volunteers will do and monitoring their
performance. Very little will be accomplished by a volun-
teer whose time is not put to good use and a valuable
resource will be lost.
Special Programs
A multi-cultural pre-school has been operating for the past
few years and has achieved such good results that it will continue
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to be funded in this school system, even though it is not a state
mandated program.
The New York Times Winter Survey of Education of January 10,
1982 states that "... schools' interest in children from the
ages of four through eight has grown as findings have mounted to
indicate that educational experiences during those years provide
not only the foundation for but also the attitudes toward later
learning."^ Later in the article the importance of early learning
experiences is attested to by a George Washington University study
based on more than fifty evaluation projects which show "... im-
proved reading skills, more mature behavior, and lower absenteeism
2
for former participants in such a program."
The pre-school program is open to a little broader population
than just minority language students. These are the guidelines
for applicants:
1. The Multicultural Preschool Program is designed for children
whose first language is one other than English and who need
experiences in the area of socialization and language de-
velopment. Special consideration will be given to children
who fall into one or more of these categories:
a) Have a developmental deficiency
b) Have limited contact with children of their own age
c) Have a special family situation
d) Have been referred to us by school personnel or by
a social agency
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One Bilingual /ESL teacher and one or two bilingual aides can
provide a program for twenty children in each of two sessions, morn-
ing and afternoon.
A process should be in place for cooperative efforts in the
identification and assessment of bilingual students with special
needs. The procedures which I recommend for this joint effort by
the two departments feature:
1. In-service training of special education staff, learning
disabilities teachers, resource room teachers, school
psychologists, and social workers, in non-discriminatory
assessment
2. In-service training of bilingual and special education
staff in procedural steps for referral of bilingual
students with special needs
3. Designating a bilingual staff person to monitor student
assessment and delivery of services
4. In large enough programs, support staff with competence in
the major community languages should be employed
5. A list of interpretors, translators, and professionals
(social workers, psychologists, etc.) in the area be
maintained so they can be employed on a case basis
An example of the type of referral procedure developed jointly
by the Bilingual and Special Education Departments is the following
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The process for the bilingual child who is to be evaluated and
who may need special education services is basically the same as that
for any other child but for two differences:
1. A language dominance assessment must be made before the
referral, and
2. All documents and other communications must be in the
languagec of the home, and interpreters, if needed, must
be at Team meetings
Before a Chapter 766 referral takes place it is essential that
a thourough assessment be made to determine that the child's diffi-
culties are not merely the problems of second language acquisition.
It is equally important that parents participate in TEAM meetings
and have information provided to them in their own language. The
process for ensuring that these things are done will be aided by the
appointment of a bilingual staff member who is certified in both
bilingual and special education, and will work half-time in each of
those departments.
1. Students of bilingual background are not to be referred
for TEAM evaluation until language dominance and/or pro-
ficiency testing has been done in English and the home
language
2. Language dominance and proficiency testing will be done
by, or arranged for by, the Bilingual/Special Education
appointee
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3. When appropriate, the appointee will participate in TEAM
meetings for bilingual special needs students. The appointee
will periodically monitor the implementing of the Individual-
ized Educational Plan
4. By arrangement with the Bilingual Office, interpreters will
be provided for TEAM meetings and translations will be made
for limited-English speaking parents
5. Services are provided by certified special educators such
as learning disability teachers, speech therapists, resource
room teachers and learning center teachers. When services
are provided by an aide, the tasks must be clearly defined
in the lEP and the aide must be jointly supervised by the
appropriate special educator in the building and the general
education teacher (including the bilingual teacher) who
best know the child, his needs and his potential
In addition, the appointee will assist in obtaining bilingual
psychologists, social workers, and other staff, review lEP's twice
yearly, and be available for consultation about any issues and pro-
blems in the bilingual-special education area.
A basic component of the regular vocational program for minority
language students is the availability of ESL lessons for one or two
periods daily. Native speakers of other languages may be provided
as teacher aides in vocational training areas where they support
the
content teaching.
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An innovative program we are trying for the first time this year
is an exploratory, after-school program for any minority language
high school students. Through a federal grant for adult education,
this program was developed to provide foreign students from under-
developed countries with an introduction to various career possibi-
lities. The class meets twice weekly for a lecture/demonstration
in one of several areas, for example, auto body, printing, electronic
assembly, computers, food services, etc. A Bilingual/ESL teacher
gives English language instruction related to the content and a
teacher aide or interpretor assists in explaining concepts whenever
possible. At least one visit is made during the year to each of the
local industries for which the training is offered. This gives
students an understanding of the wide range of choices available in
vocational education. It also provides students and prospective
employers an opportunity to meet informally. Job application and
job interview procedures are an important part of the curriculum
in this program.
Adult education . The Bilingual department has an obligation
to offer classes in English as a Second Language to community resi-
dents and should not leave this to other agencies which may not
have personnel with the expertise to do the job well. How exten-
sive an adult program can be implemented will vary from community
to community. If resources permit, it would be helpful to offer
courses in reading and writing in the mother tongue for the minority
language groups, and in teaching the history and literature of their
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countries.
Program Evaluation—Accountability
In Massachusetts the Transitional Bilingual Education law
mandates an evaluation to be conducted by a committee of parents
and educators at regular intervals. Every aspect of the bilingual
program from administration and record-keeping to teaching schedules
and census-taking is to be examined and evaluated for its adherence
to the stipulations of the Transitional Bilingual Educational law.
Any Bilingual program worthy of the name should welcome an
assessment of its varying degrees of success in providing an educa-
tion for minority language children. Accountability is not a dirty
word unless dirty deeds are done in its name. There is always much
to be learned from an evaluation of any operation when it is a
constructively motivated exercise.
An in-house evaluation could be done by a team of 3-5 parents
with children in the bilingual program, together with an assort-
ment of educators from other programs, possibly including an
elementary teacher, a high school teacher, a social worker, and a
school principal. Such a team would be small enough to work effec-
tively .
The team should develop their criteria for program evaluation
and should observe and comment on at least the following categories
1. Student achievement
2. Physical facilities in the schools
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3. Staff competency
4. Materials and textbooks
5. Administrative leadership and effectiveness
the elements to be observed, the outcome that has great-
est significance is student achievement. This is the bottom line,
the raison d’etre of the whole program. If progress is not occuring
then the program is not working. Attention must be paid either to
improving the performance of staff, or developing different metho-
dologies, or acquiring new materials, or using different diagnostic
and assessment instruments, or some combination of several of these
Components. An on-going, formative evaluation will help ensure a
systematic appraisal and re-appraisal process.
A program of achievement testing at the end of every school year
will provide teachers and parents with an accurate assessment of how
much progress has been made in second language acquisition. Some
professional judgment must be exercised in selecting the most appro-
priate instruments to use for this purpose. Since basic skills
testing is now required in many states, minority language students
may, when they are deemed ready by the staff, be allowed to parti-
cipate in that testing to determine their performance in comparison
with their classmates. Ducking the issue of achievement testing is
do do a disservice to minority langugage children. If results do
not match expectations, then new strategies must be devisted for
improving the possibilities for learning.
Developing the ground rules for a formative evaluation of the
U2
bilingual program makes sense for several reasons. It keeps the
for program evaluation in the hands of people most di-
rectly concerned with the program— the parents. Adding profession-
al educators within the school system, but not Involved in the pro-
gram, provides a necessary balance between familiarity and objective-
Ity. A regularly scheduled evaluation, perhaps every other year,
allows enough time for problem areas to be improved and reconsidered.
Make up of the evaluation team would change, of necessity, provid-
ing fresh view points. A summary of previous evaluations should be
studied, preliminary to starting a new process, to assure continuity
and avoid repetitious efforts.
An evaluation process might ensure that documentation on
minority language students be maintained in a more systematic manner
than has been the case so far in the ten years of Transitional Bi-
lingual Education in Massachusetts.
Conclusion
The program model described here is an accurate reflection of a
living, existing program in operation at this time in one city in
Massachusetts. Like any living organism, it will not remain in this
exact form for very long. It is not a static, totally unique plan
for saving the academic lives of non—English speakers. It is not
necessarily to be swallowed whole, without pre—consideration . But it
is a workable, systematic model. I believe that some or all of its
features can be of immediate or of future use to other communities.
NOTES
^Gene I. Maeroff, "Support for Early Schooling Grows as U.S.
Threatens Retrenchment," January 10.
Survey of Education, 1.
1982, The New York Times Winter
^Ibid., p. 1.
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CHAPTER IV
RECOMMENDATIONS FOR FURTHER RESEARCH
Introduction
As stated in the introduction to Chapter I, basic research is
needed in several areas of "educational linguistics" in order to have
solid data on which to base language education policy for a single
school or a city-wide or state-wide system.^ New designs in curri-
culum development and teacher training are also essential activities
to be planned. My recommendations are for the following four areas
of concentration:
1. Language use and language attitude surveys in different
speech communities
2. Identification of successful alternative program models
and the establishment of longitudinal studies to chart the
progress of bilingual students , both academically and social-
ly, in those programs
3. Curriculum development for the teaching of second language
skills in multicultural communities
4. Teacher training, specifically for the second language
teaching of minority language students
Language Surveys
Bernard Spolsky made a statement in 1973 that did not, at the time
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receive the attention it deserved.
Basic to establishing a sound policy is, I am convinced, an
understanding of the speech community in which the school exists.
While there may be good political and administrative reasons for
setting national and regional goals, each school should be able
to modify these goals and interpret them according to the needs
of the local community. To speak of a single model for a whole
nation, or even for a specific sector within the national (all
minority speakers, for instance) is most unwise.^
Spolsky’s common sense suggestion is only now being discussed public-
ly as a result of the report on bilingual education compiled by
the Office of Education and cited in Chapter II of this study.
Educational linguistics has as one of its main concerns the
task of helping develop a language education policy for a local
school system or for a state or federal agency. Although decisions
are usually made on political rather than educational priorities,
data gathered by an educational linguist can at least clarify the
nature of the language situation and the pressures of the community.
Failure to do the groundwork of collecting data on language use
and language attitudes in the development of bilingual education
legislation resulted in some of the problems described in earlier
sections. A Massachusetts Department of Education administrator
recently stated, in a confidential interview.
The people who fought for bilingual were the same people who
fought for special education, sex equalization and all the other
civil rights bills that were passed in the late sixties and
early seventies. They weren't seen as education bills, not one
of them talked about a pedagogy, but as civil rights bills.
But whose civil rights are at issue— the children's or the
community leaders? Is there more concern for meeting the needs of
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minority language children to give them access to the larger society
or of preserving a minority language—do we save the children or
salvage the language? Noel Epstein said recently "that students
should be taught how to function in English is a civil right. Main-
taining a second language is a desirable goal."^ It is proper to
ask what the priorities of students and their families are and
whether they are compatible with the agenda of community leaders.
It should be understood before embarking on the design of a
language survey that there will be different varieties of language
or different languages used within the same speech community for
different social situations. It would be unwise to make assumptions
about language use and base educational programs on those assumptions.
This has been the case, for instance, in the order that instruction
in Spanish be provided for all Hispanic children when, in fact,
many of them speak a non-standard variant of the language or are
dominant in English. Fishman provides an interesting description
of four language communities that gives an idea of what patterns
may exist:
1. Jews living in the Ukraine in 1905 used four different
languages
:
(a) Yiddish at home
(b) Classical Hebrew for school, culture and religion
(c) Ukrainian for work
(d) Russian for contact with government agencies
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2) Orthodox Jews in Mea Shearim, Jerusalem, in 1970 used five
varieties:
(a) Yiddish—an intimate variety for the home
(b) Yiddish—a colloquial variety for work
(c) Yiddish—a formal variety for school and culture
(d) Hebrew—a modern Israeli variety for government contacts
(e) Hebrew—a classical variety for religion
3. Non-Jewish Ukrainians in 1905 used four varieties:
(a) Ukrainian—one variety for home
(b) Ukrainian—a different variety for work
(c) Russian—for school and government contacts
(d) Old Church Slavonic—for religion
4. Russians in Moscow in 1960 may use four distinct varieties:
(a) Russian—for home
(b) Russian—for school and government contacts
(c) Russian—for work
4
(d) Old Church Slavonic— for religion
If one were to consider initiating a survey of tf the language
use and language attitudes in a community, there is one quick measure
that could be used immediately and at practically no cost. The lan-
guage used by 5 or 6 year olds when they are brought to school for
the first time is a very good indicator. "Whatever people might say
when you ask them what language they use at home, the proof of the
accuracy of their statements is the language proficiency of their
5
own children."
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In my own community, for instance, these are some of the
(Questions that are particular to three of the language groups:
The Chinese community includes speakers of Mandarin,
Toisanese, Cantonese, Swatow, and several other varieties.
To what degree is the language being maintained and in
which domains? For how many families is reading and writing
Mandarin a desirable goal?
2. Ethnic Chinese from Vietnam. Some adults are literate in
Mandarin; some are bilingual with speaking, reading and
writing skills in Vietnamese and a Chinese dialect. But
often their children understand and speak only one language
or the other. Do they want their children to retain Chinese
or Vietnamese, or both? To what degree and in what pro-
portions? There are certainly many historical, political
and emotional issues here. What priority does this have
in relation to English language acquisition?
3. In the Italian community the commitment to retention of
dialect and culture of their regions has been strong
through one or two generations. How strongly will it con-
tinue as new immigration declines? Is the continued pres-
sure for standard language instruction a desire for a
token effort, mainly for community pride? If mainten-
ance interferes with acquisition or with learning
activities in the mainstream classroom, which will have
higher priority?
149
A survey developed for any speech coiranunity should obtain
data on dialect or language use in at least these domains:
1. Home—child to child, child to adult, adult to adult,
extended family
2. school—information can be gathered by staff on peer group
speech and child to adult use
3. Neighborhood
—
peer group informal speech, marketing or
commercial activities
4. Official—transactions with hospitals, social service
agencies, etc.
5. Work—employee to employee, employee to employer
6. Religion
It would also be useful to note the location of minority lan-
guage families in the community (linguistically isolated or living
in a homogeneous enclave?), socio-economic level, trade or profession,
and length of time on the U.S. mainland. A periodic up-date of this
survey would reveal language shift and rate of assimilation among
different speech groups.
Linguistic Minorities Project
One example of a very thorough, well-designed language use and
language attitude research activity is the Linguistic Minorities
Project, a three year project based at the University of London and
funded jointly by the Department of Education and Science and the
Commission of the European Communities. I became acquainted with the
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work of this project when I was at the University of London during
the 1979—80 academic year. I was allowed to do research at the pro-
ject offices and conferred with Dr. Verity Saifullah Khan on several
occasions.
The overall aim of the project, which began in September 1979,
is to provide an account and analysis of the changing patterns of
bilingualism in several regions of England. A wide range of minor-
ity languages is covered and the research is being carried out among
children, young people and adults both in and out of school. The
project also aims to develop and assess varied methodologies for
the study of the processes of language change and shift. It expects
to stimulate further research in the field of educational linguistics,
and is investigating the networks of information and problems of
communication within the area of multicultural education.
Four specific areas have been defined for study:
1. Schools Language Survey: documents the range of linguistic
diversity among all school children in a Local Education
Authority and the extent of literacy in the minority lan-
gauges
2. Secondary Pupils* Survey: allows a more detailed look at
language use and perceptions of language among secondary
school children
3. Mother Tongue Teaching Directory: collects data on existing
provision for minority language teaching both within school
systems and that organized out of school time by minority
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groups themselves
4. Adult Language Use Survey: uses bilingual interviews with
a sampling of adults to look at language skills and learn-
ing history, literacy, language use in the household, at
work and in the community, and attitudes towards language
teaching provisions
A great deal of useful work has been done already in this
project that would be instructive for others planning language
surveys. Further information may be obtained by contacting Dr.
Verity Saifullah Khan, Linguistics Minorities Project, 18 Woburn
Square, London WCIHONS, England.
Alternative Models
The responsibility for funding the establishment of demon-
stration programs and for conducting research on program outcomes
rests primarily on the Department of Education in Washington, D.C.,
especially ori the Office of Bilingual Education and Minority Lan-
guages Affairs, established under Title VII of the Elementary and
Secondary Education Act of 1968. It is time the federal government
recognized that other pedagogical methods for language minority
children can be effective and can also meet civil rights criteria.
There is no reason to assume that the same approach that is applied
to a rural district in the soutwest with a large number of Hispanic
children should also be applied to a district with a small group of
Cambodian refugees in an urban city in the northeast.
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Federal funds for research in bilingual education only began to
be allocated in 1978 and unfortunately were limited to studies of
transitional bilingual education specifically rather than all pedagog-
ical methods for students with limited English proficiency. The
development of more effective programs will be aided by a more broad-
ly based research agenda. And the results of such research must
be shared by the federal government with local school districts so
they can make informed choices and adapt methods to their local
needs .
^
The following areas of research are some of the more pressing
ones to be addressed:
1. More and better program evaluations using random assign-
ment; use of study designs that will show a treatment effect
in the absence of random assignment; application of statistic-
al tests to demonstrate program effects
2. Examination of the effectiveness of alternative instruction-
al models and how these approaches meet the needs of differ-
ent speech communities
3. A study of the diverse educational needs of minority lan-
guage children in the United States with an examination
of how language deficiencies differ in the home language
and English
4. An in-depth re-examination of the theory of transitional
bilingual education
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Although I cannot begin to provide any valid data to support
the structured immersion model which I described in Chapter III, I
offsr one small bit of test data that may be suggestive. In the
spring of 1981 I obtained from the research department of our school
system a report on the test scores of thirty nine bilingual students,
all in the same junior high school Italian bilingual program, all
from the same socio-economic background. These students had entered
the school system in the past three to six years and taken part in
a loosely organized program offering English language tutoring part
of the day, integration in the mainstream classroom as much as pos-
sible, and some Italian language support, with the proportions shift-
ing according to each student’s ability. No systematic records were
kept and I am relying on what information I could gather from staff
members who have been teaching in this program for several years.
In any event, these are the results obtained when these students were
tested with their classmates under normal test conditions. The
students are identified by number to ensure privacy of information.
Table
8.
Step
Scores
for
Bilingual
Students
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Curriculum Development
Two areas of importance in curriculum development for minority
language students demand prompt attention: content-based English
teaching and a multicultural approach to education.
The writing of materials to facilitate the learning of con-
cepts in a second language has been addressed by linguists in
recent years under various titles such as English for Special Pur-
poses, English for Science and Technology, Pre-Vocational English,
etc., all of which efforts are aimed at adult learners. Materials
are needed for the instruction of non-English proficient children
in the elementary and secondary grades. There are excellent publish-
ed materials in science, mathematics and social studies that can be
used as the basis for creating language lessons. Curriculum should
be individual to each school or district as it will be most effect-
ive if it adheres closely to the regular school curriculum but
adapted for the second language learners.
It may be axiomatic that children should be taught in a
language they can understand, but it does not necessarily follow
that it should be their home language. New concepts can be success-
fully taught in the second language if good methods and materials
are used. The key to successful teaching in the second language is
to make sure that second language and subject matter are taught
simultaneously so that subject content never gets ahead of language.
Given the American setting, where bilingual children must eventually
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function in an English-speaking society, carefully conducted second-
language instruction in all subjects may well be preferable to bi-
lingual methods.^
In the recent focus on a pluralistic, multicultural society
and rejection of the melting pot hypothesis as the dynamic in the
United States, much has been made of the need to recognize and re-
tain cultural diversity. To finally understand that this nation is
made up of distinctive groups of people who have not all melted into
one prototypical "average American" has had many positive effects.
The proponents of multicultural education encourage a reexamination
of American history and myths, discarding racial and ethnic stereo-
types in favor of a postiive view of the diversity and richness of
our linguistic and cultural heritage. The aim is to develop know-
ledge of our different selves and mutual respect for each other. The
multicultural approach in public school teaching cannot help but have
beneficial effects for the society as a whole.
Orlando Patterson, however, warns against overdoing in the
opposite direction.
Ethnicity emphasizes the trivialities that distinguish us
and obscures the overwhelming reality of our common genetic
and human heritages as well as our common needs and hopes
.
By emphasizing differences, ethnicity lends itself to the
conservative belief in the inevitablity of inequality . Once
again the vicious dogma of "separate but equal has resurfaced
in the name of pluralism. The ethnic revival celebrates
diversity, not of individuals but of the groups to which
they belong. 8 [. . . and this tends to reinforce racial
stereotyping (my addition)]
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In regard to language maintenance as the medium for retaining
cultural identity, Nathan Glazer proposes that a policy of "tokenism"
might serve the country best. Glazer says:
The demand for recognition of a distinctive culture does not
indicate the desire to recreate it and scarcely the desire to
maintain it. Rather, individuals in each group make a claim to
a fair measure of respect as full members of the emerging
American social order. The problems raised by the Spanish
speaking are serious ones. The problem about what to do for
demands for Swahili in the schools, or for programs in certain
places for Polish or Italian or Jewish studies, is a rather
different matter. When I say these demands are in large measure
symbolic, I suggest that a symbolic response is sufficient to
meet them. To really teach all blacks Swahili or all students
of Italian or Jewish or Polish background the language of their
forefathers and something of their culture would be a quixotic
enterprise. . . . The recent ethnic groups ... do not want
the maintenance or revival of traditional culture in any full
or concrete way. As part of their search for quality and respect,
they want to see these cultures recognized. Here indeed,
"tokenism" is all that is being demanded and all that is
necessary.
^
Teacher Training
One of the serious omissions in bilingual education law has been
the lack of provision for the instruction in English. Essential
competencies for second language teachers were not described nor were
any academic courses required. The field of bilingual education
now has many teachers who are supremely competent to teach at various
grade levels in the native language (predominantly Spanish) , but
still sorely lacks trained personnel for providing English language
skills, systematically, to minority language students.
More must be done by colleges and universities to provide
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degree programs for teachers of English as a second language and
in-service training programs for re-training teachers already in
the field. And the course work must be more stringent, with a
stronger role being played by departments of English and Linguistics.
Whatever assortment of courses is decided on, they must be pedagog-
ically sound and not the usual thin fare that many "methods"
courses turn out to be. Teachers want, and need to learn, both the
theory and practical applications to be effective.
What can be expected of any individual teacher is constrained
by his level of expertise and this is especially important at a
time of considerable theoretical and methodological innovation.
D.A. Wilkins advises that
Teachers cannot be expected to put new methods into practice
effectively unless they are thoroughly familiar with both the
principles and the details of the methods. Too hasty a change
may do no more than guarantee that what is done is badly
done, . . . and the results will only discredit methods that
have not been given a fair trial.
Modern methods being developed in applied linguistics demand
much more training and a greater display of pedagogical skills than
the more conventional methods. Most teachers have not yet had
training in these methods, but with time and educational opportunities
the serious professionals will acquire the necessary skills.
Conclusion
There is an enormous amount of work ahead for everyone con-
cerned with the education of non-English proficient children. The
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issue facing American education squarely is how to best meet the
needs of these children in order to give them the fullest access to
the educational process. The policy being pursued at the present
time at the federal level and in half the states exerts heavy pres-
sure for only one type of medagogical model— the bilingual program
with as the instructional medium and L
2
added gradually. Politic-
al and economic considerations have had greater weight than purely
educational considerations. Bilingual education has developed a
bureaucracy that must keep its position and the notion of alter-
native models is not welcome.
Change will come to bilingual education to accomodate the
realities of the 1980’ s which are quite different from those of the
last decade. Government agencies at all levels are more concerned
with the effectiveness of program outcomes to justify program expen-
ditures than they were in the free-wheeling early 1970's. This
need not be an entirely bleak prospect. Pressure must be maintained
for the continuance or the establishment of special programs for
minority language children, but they must be demonstrably effective
and program successes must be publicized. This is the work that must
continue, must improve, and must be recognized.
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